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Abstract

Schools are serving a growing number of students in inclusive special

education programs from diverse cultural and linguistic backgrounds. Data were

collected through semi-structured in-depth interviews wíth six families. The families

represented a variety of ethno-cultural backgrounds, family structures, and children

with varíous types of disabilities. The ethnographic data indicate that a¡ of the

families supported their children's inclusive education and advocated for their

children. The value of family, attitudes towards disability, factors influencing

parental pafticipation, advocacy, and sources of support were major themes that

emerged from the interuíews. Extended family relationships were found to be

important in all of the families. The views held by families from different cultures

relating to disability and treatment varied considerably. These views also affected

the nature of the families' participation in their children's intervention. Major factors

that interfered in parental participation had to do with language barriers, which

included both limited English language proficiency, as well as difficulty in

understanding special education terminology and practices. Another factor that

influenced effective home-school paftnerships was the feeling of cultural disrespect.

All of the families participated in their children's education. However, this differed.

depending upon the family's cultural views and beliefs. One more factor which

affected parental participation was the families'support network. This study offers

strategies for educators to establish partnerships with families and implications for

teacher education programs and future research.
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Chapter 1

Introduction

The dynamic cultural and linguistic diversity of students receiving special

education services challenges traditional patterns of communication between

schools and families. ln the process of designing and implementing appropriate

programs for students with disabilities, communications between parents and

educators often are complex. They become even more so, when different cultures

are represented (Kalyanpur & Harry, 1999). In creatíng partnerships with the

families of children with disabilities receiving special education seruices in inclusive

classrooms, it is essential for educators to consider the family's cultural

interpretation of disability (Lamorez, 2oo2; Kalyanpur & Harry, 1999). Dunst and

Paget (1991) define a partnership as "an association of two or more people in

pursuit of a common goal or joint interest" (Dinnebeil & Rule, 1994). Families of

children with disabilities from diverse cultural and linguistic backgrounds may have

perspectives towards the etiology and treatment of disabilíties that differ from the

North American biomedical model. For instance, the same problem may or may not

be perceived as a disability in different societies (Kalyanpur & Harry, 1999). Famíly

members' beliefs about the cause of their child's disability influence their

expectations about their child's behaviour, their goals for their child, and their

involvement in special education seruices.

Culture

Culture, as defìned by Misra (1994), is the "collective beliefs and knowledge

that govern social behaviour. Culture includes the language of the people, their
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standards and perceptions, the ways in which they display anger or joy and the

gestures they use during a conversation" (p. 145). These aspects of life are

influenced by factors such as race, ethnicity, nationality, social status, and

geographical location (Kalyanpur & Harry, 1999). Most social scientists view culture

as consisting mainly of the symbolic, ideational and intangible aspects of human

societies (Banks, 2001). Banks (2001) sees the essence of a culture not in its

artifacts, food or clothing, but how the members of the group interpret, use, and

perceive them. According to Banks, it is the attitudes, values, and beliefs that

distinguish one group from another. Diversity refers to the ways in which we differ

from each other. lt is a concept that refers both to our uniqueness as individuals

and to our sense of belonging or identification within a socio-cultural group.

Educators wortcing with families of children with disabilities must be aware of

cultural differences, yet be careful to avoid stereotyping. That is, they must be

careful not to ascribe particular behaviors to groups of individuals who share a

common herítage or language (Salend & Taylor, 1993; Turnbull & Turnbull, lggo).

All families vary considerably with respect to the extent to which their beliefs and

practices are representative of a specific culture, language group, religion, or

country of origin (Thorp, 1997). ln addition, families from the same ethno-cultural

background may differ in their place of birth, first language, immigration history, level

of assimilation, socioeconomic status, traditions, and generation in Canada (Lee &

Manníng, 2001; Pang & Evans, 1995). Approaches to working with families must be

based on respect for cultural differences and offered in culturally appropriate ways

(Kalyanpur & Harry, 1999). By using an ecocultural framework the beliefs, and



values, interactions, and daily routínes of individual families can be recognized, as

opposed to cultural stereotypes about what a family from a ceftain cultural group

would be expected to look like (Harry, 2002).

Families

In considering ways of getting to know families from a range of backgrounds,

educators need to extend their conventional understanding of what a family is.

There is no prototype that represents "the family" (o'Shea, o'shea, Algozzine, &

Hammite, 2001). The size of the family structure is an impo¡tant variable. For

example, single parent, two parent, communal, adoptive, foster, extended, and

blended families all represent different patterns of family structure. Many cultural

groups rely on large extended families that share responsibilities and provide

support to each other. In some cultures, children are raised by relatives other than

their biological parents, such as their grandparents, aunts, and uncles. For

example, elders in many Aboriginal families are highly respected and play a

considerable role in decision makíng and childcare. These family members can be

instrumental in designing and implementing appropriate educational services

(Salend & Taylor, 1993). Turnbull and Turnbull (1990) describe the importance of

understanding how families differ and how such differences impact on the meaning

of a child's disability within the family. The number of parents involved in child care

may determine a family's response to disability. For instance, in a two-parent family,

the parents may share responsibilities and support roles which may be crucial

factors in supporting a child with disabilities (Turnbull & Turnbull,2001); while in a

single parent family, the responsibility of parenting may fall on a single índividual.



Diversitv and Disabilitv

Thorp (1997) and Harry (1992) found that students from diverse racial, ethnic,

and cultural populations are over-represented in special education classes.

Overrepresentation occurs when the percentage of minority students in special

education exceeds the percentage of these students in the total student population.

Skrtic (1995) has argued that, "consistently, low-income students and students of

color are disproportionately represented in lower tracks and ability groups and in

many special education programs, while students who are white and middle or

upper class are disproportionately placed in upper tracks and ability groups and in

programs for the gifted" (p. 157). These placement trends may be related to factors

such as the inappropriate use of standardized assessment instruments, the lack of

involvement of parents of culturally diverse backgrounds with their children's

teachers, and teachers who lack the knowledge base and skills required to teach

diverse populations in inclusive settings (Salend & Taylor, 1993; Voltz, Dooley, &

Jeffries, 1999),

Purpose of the Studv

The purpose of this study is to: a) describe the participation of families of

children with disabilities from culturally and linguistically diverse backgrounds in their

child's education, including their expectations with respect to the roles of both home

and school, b) identify factors which may affect the participation of families of

children with disabilities from culturally and linguistically diverse backgrounds in their

children's education, c) develop strategies which may prove beneficial in facilitating

home-school collaborative partnerships based on interpretation of the data, and d)
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raise questions and concerns for profess¡onal discussion and further research

regarding the involvement of families of children with disabilities from diverse cultural

and linguistic backgrounds in coilaborative partnerships.

Thesis Orqanization

This chapter has provided an introduction to the interconnections of culture,

family, and disability. A review of the literature is presented in Chapter Two,

including a discussion of multiculturalism from a Canadian perspective, a review of

selected theoretical interpretations of family-school partnerships, family-school

collaboration, and a díscussion of the factors influencing parental participation. The

research methodology is described in Chapter Three. In Chapter Four, the families

that were interviewed in this study are described. The findings of the research are

documented in Chapter five. A concluding summary, strategies to facilitate home-

school partnerships, the limitations of the study, as well as implications for teacher

education and future research are presented in chapter six.
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Chapter 2

Literature Review

In this chapter, four major areas which underlie the home-school partnership

for families with children with disabilities from culturalfy and linguistically diverse

backgrounds are explored. In the first segment, multiculturalism from a Canadian

perspective, including education policy and practice, as welf as Manitoba,s policies

on multicultural education and inclusion are discussed. Theoretical interpretations of

the perspectives of families of different cultures on disability and special education

are discussed in the second section. In the third and fourth sections of this literature

review, parent-professional collaboration in education and possible reasons for non-

pafticipation by culturally and linguistically diverse families are explored.

Canadian Literature Review

ln conducting a Canadian literature review, a document search was made on

culturally and linguistically diverse families of children with disabilities. Afticles were

selected for the review based on a search of the Educational Resources lnformation

clearinghouse (ERlc) and the Psychological Abstracts (pSycLlr) computerized

databases. Key descriptors used included words and phrases such as ,,special

needs," "disabilíties," "children" coupled in various permutations with ,,culture,,,

"cultural", and "multicultural", and "families',, ,,parerìts,,, ,,1Ep,s,,. selected special

education journals such as Teaching Exceptional Children, Teacher Education and

Special Education, Multicuttural Education Journal, Focus on Exceptional Children,

and lnteruention in Schoot and Ctinic were manually searched for articles from the

past five years. Studies also were obtained by examining the reference lists of the



resources identified in the computerized search, as well as articles, books, and

government documents.

To select studies to be included in the analysis, each study was examined to

determine whether it met the following criteria:

(¡) the study's sample pool included family members of children with

disabilities from diverse cultural and/or linguistic backgrounds, and

(ii) The study included the collection of data related to the experiences or

perceptions of family members with respect to their child's educational

program.

No Canadian articles met the selection criteria. One article, "Muslim/Arab

Experiences in the Canadian School System" (Garman, 1gg7) reported interviews

with ten mothers who immigrated from the Arab world and analyzed themes in two

categories, experiences at home and experience at school. Two of the mothers,

who were recent immigrants, reported positive experiences with the education

system, but many mothers felt that their culture was not valued. Several articles

from the united states (sarend & Taylor, 1gg3; parette & petch-Hogan, 2000;

Thorp, 1997: Garcia & Malkin, 1993 & Voltz, 1994) offered strategies for increasing

home-school paftnerships with families from culturally diverse backgrounds.

Harry and Kalyanpur (1999) presented case studies on the lives of eight

families from a wide range of cultural backgrounds and with children with varying

types of abilities and disabilities. The Longitudinal Family study, funded by the U.S.

Department of Education, offered support to the families regarding their children,s
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a Canadian P

X

needs for social development in inclusive environments (Harry, Kalyanpur & Day,

f n its 135'n year, Canada celebrates a long history of multiculturalism. When

European settlers brought their own cultures to North America, they encountered

Aborigínal peoples with rich, diverse cultures who spoke many languages. Although

canada has been multicultural from its beginning, both the nature of multiculturalism

as well as our perceptions of ít has changed. During the nineteenth century,

immigrants came from a variety of different places, including the United Kingdom,

France, the United States, and western European countries (CBC-TV, 1gg2). At the

turn of the century, new canadians arrived from the Ukraine, poland, Russia and

other parts of Eastern Europe (CBC-TV, 1992). lmmigration from southern Europe

began soon aften¿vards. since the 1970's, immigration from Asia pacific countries

and the caribbean has altered the cultural make-up of canada.

Successive Canadian governments have instituted programs to adapt to the

evolving multicultural diversity in Canada. In 1900, the federal government of

Canada passed the Canadian Bill of Rights, which legally guaranteed fundamental

rights to all Canadians regardless of their culture, origin, colour, religion, or gender.

Later, in 1969, the federal government passed the Official Languages Act which

gave the English and French languages equal status as the official languages of

Canada.

The adaptation of the Canadían Charter of Rights and Freedoms (19g2) was

a turning point in our ídentífy and our equality as Canadíans. The charter protects



these basic rights and freedoms of all canadians that are considered necessary to
preserving canada as a free and democratic society. lt applies to all levels of
government and includes guarantees of:

- fundamentalfreedoms,

- democratic rights,

- the right to rive and seek emproyment anywhere in canada.

- the right to life, liberty, and personal security,

- equality rights for all,

- the official languages of Canada,

- minority language educational rights,

- Canada's multicultural heritage, and

- Aboriginal people's rights (Government of canada, 2002, p s)

Section fifteen of the Chader, Equality Rights, states that every individual in

Canada is to be considered equal.

1' Every individual is equal before and under the law and has the right to the

equal protection and equal benefit of the law without discrimination and, in

particular, without discrimination based on race, national or ethnic origin,

colour, religion, sex, age or mentar or physicar disabirity.

2' Subsection (1) does not preclude any law, program or activity that has as

its object the amelíoration of conditions of disadvantaged individuals or

groups including those that are disadvantaged because of race, national or

ethnic origin, colour, religion, sex, age or mental or physical disability.
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section twenty-seven of the canadian charter of Rights and Freedoms
(1982) officially recognizes that the multicultural heritage of canada is promoted:
"This charter shall be interpreted in a manner consistent with the preservations and

enhancement of the multicultural heritage of canadians" (Government of canada.

2002, p.24).

Federal and provincial governments established multícultural ministries that

funded and preserved a variety of initiatives from heritage language programs to

multicultural festivals. ln 1988, Parliament passed the Canadian Multiculturalism

Act, which entitled the government "to preserve and enhance the multicultural

heritage of Canadians while working to achieve the equality of all canadians in the

economic, cultural and pofitical life of Canada."

Canada is a country of approximately thirty-one million people (Dworet &

Bennett, 2002) stretching from the Atlantic Ocean to the pacific Ocean, from the

Northwest Territories to the Canada-U.S. border. Politically, it is divided into ten

provinces and three territories, with each jurisdiction managing a number of

governmental programs and policies, including education. Funding, curricula, and

the delivery of special education services come under the jurisdiction of each

province or territory, except for schools on some First Nations reserves, which are

funded and administered through local Ministry of lndian and Northern Affairs

agreements' ln each province and territory, it ís the Ministry or Department of

Education that administers the Education Act for that province or territory. The head

of the Ministry or Department is an elected member of the provincial or territorial

parliament appointed by the premier of that province or territory and is known as the
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Minister of Education' All provinces have locally elected school boards which have

some educational autonomy, but must abide by the províncial Education Act and

Ministry of Education poficies (Dworet & Bennett ,2002).

In determining standards and policies for addressing diversity, Manitoba

Education and Training (1992) developed the docum ent Multiculturat Education - A
Policy for the 1990's which describes key concepts and includes implications for

policies, strategies, and initiatives in the Manitoba school system. This policy on

multicultural education discusses three concepts, education for full participation in

society, education for cultural and linguistic development, and education for

intellectual understanding.

Education for full participation in socíety means that, "All students, regardless

of race, colour, gender, language, cultural heritage, religious ethnicity, physical

capabilities or intellectual potential, have a right to equal and meaningful roles in

canadian society" (Manitoba Education and rraining, 1 ggz, p.2). The aim of the

Manitoba school system is to enable all students to develop their individual potential

"which will promote effective social participation and equal status for themselves and

their ethnocultural groups" (Manitoba Education & Training , 1gg2, p.2) For

example, there is support for students in the development of language skills in one

of Canada's official languages in English, French language, and French immersion

schools.

The Manitoba Department of Education supports a number of initiatives to

strengthen links between schools, parents, and communities. In the Schoots in

Manitoba (2001) report, there were a total of 713 pubtic, 643 elementary, and 342
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secondary schools in Manitoba. Of these, 652 were English only schools, gg were

French lmmersion schools, and 29 were Français. Twenty-six schools had heritage

language bilingual programs including Hebrew, Ukrainian, and Aboriginal language

programs. With respect to religious diversity, the government of Manitoba supports

educational provisions for students in the following religions and denominations:

lslamic, Lutheran, Catholic, and Judaism. Cultural diversity is recognized in schools

that represent a variety of cultural traditions including Aboriginal, Hutterite, and

Mennonite institutions (Manitoba Education, Training and youth, 2001).

The third concept encourages understanding and mutual respect for the cultural

and hístorical heritage of others, in addition to developing self-esteem and a strong

sense of personal identity. ln the Manitoba Special Education Review (Manitoba

Education and Training, 1998), one of the questions that was asked as part of the

"Assessment of the Quality and Cost Effectiveness of Special Education programs,,

was: "Are culturally appropriate special education programs and seryices available?,,

(p' 40)' lt was recognized through case studies that culturally appropriate programming

for students with special learning needs was not widely developed or implemented

especially for Aboriginal students and students from recent immigrant communities.

ln a study by Silver, Mallet, Greene, and Simard (2oOZ) on Aboriginal students in

Winnipeg's inner city high schools, the authors discussed "buried stereotypes,,which

they refer to as racism that is less visible. For example, many teachers may have lower

expectations of Aboriginal students (Silver et al., 2OO2). Appropriately serving

Aboriginal students in schools is critical because they are disproportionately targeted as

children with special needs (Silver et al., 2OO2).
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Basicafly, Manitoba educators have adopted a philosophy of inclusion as the

foundation for the delivery of special education. The most accepted delivery model

is grounded in inclusive philosophy combined with a continuum of programming and

supports (Freeze, Bravi & Rampaul, 1990). First choice for students with disabilities

is in regular education ctasses in neighborhood public schools with their same age

peers (Manitoba Education, Training and Youth ,2001). There is the general sense

that Manitoba is moving towards inclusive practíce. However, the interpretations

and implementation of the policies of inclusion are inconsistent from division to

division and school to school.

Up untif very recently, there was no mandate in Manitoba law for inclusion of

students with disabílities. on April 30, 2003, proposed legislation was introduced by

the Manitoba Education and Youth Minister that will ensure access to appropriate

educatíonal programming for students with special needs. Btll 17,the public

Schools Amendment Act, addresses recommendations of the l ggg Manitoba

special Education Review, and Manitoba Education, Training and youth,s

philosophy of inclusion (Government of Manitoba, 2003).

The process of identification of students with disabilities usually begins with

the classroom teacher. The teacher refers the student to the resource teacher who

provides and channels support services (Freeze, Bravi & Rampaul, 1gg0). The next

level of support services in the Ídentificatíon and assessment process is the

multidisciplinary team usually comprised of regular and special education personnel,

student services personnel, and principals or vice-principals. parents are involved in
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the assessment and ín decisions about program planning, typically through the

Individual Education Plan (lEP) process (Manitoba Education and rraining, 1g9g).

whenever instructional programming needs to be modified, new expectations for

learning outcomes ín a student's educational program are recorded as an lEp. The

IEP process addresses the areas of student need, including accommodations in a

regular classroom, as well as any supports and services to be provided (Friend,

Bursuck, & Hutchinson, lggg).

Theoretical Perspectives of Families and Cultures on Disability and Special

Education

Viewing a child's behaviour from a family systems perspective allows the

professional an expanded perception of the contextual functions of the behaviour

(Fine, 1983). In family systems theory, it is recognized that the family functions as

an interconnected unit where all members affect each other (Minuchin , 1974). This

model assumes circular causality which implies that every action is also a reaction

and that events are rerated in a circular fashion (Fine & Gardner, 1gg4).

Fine and Gardner (1994) refer to the concept of the family as a system,

establishing their roles and relationships through reciprocity. Children move from

the home to the school and become part of another system. The two systems

overlap and what occurs in one system is likely to affect the child's behavior in the

other system.

Among the most well-known theoretical formulation linking families and

schools is that of Bronfenbrenner (1979). A basic feature of Bronfenbrenner,s model

of ecological theory refers to four hierarchical environmental systems of influence:
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microsystem, mesosystem, exosystem, and macrosystem. Bronfenbrenner

describes the nesting of systems within systems (Fine, 1995). The microsystem

refers to the home and classroom, and then the mesosystem is created by the

integration of the two microsystems. These, in turn relate to the larger exosystem

(i.e., the community in which home and school coexist) and eventually to the

macrosystem (i.e., society at large).

Family systems theory provides an impoftant framework for understanding

families and children. However, a family systems orientation alone might ignore the

broader context within which families operate (Fine, 1995). Fine (1995) explains

how an ecosystemic perspective combines both family systems theory and

ecological theory and practice. For a family-school intervention to be effective, each

practitioner will develop his or her own ecosystemic approach by integrating

concepts and techniques from both systems and ecological theories (Fine, 1gg5).

Fine (1995) describes key elements of an ecosystemic orientation:

. A systems - ecological perspective is a frame-of-mind rather than a

definitive methodology,

. The circular nature of causality encourages the examination of patterns

and sequences of behavior as people act out their relationships,

. Assessment is a dynamic and interactive process that can be concurrent

with intervention,

. A clinician takes on a consultative role to explore the beliefs and

behaviours of the involved people in face-to-face contacts,
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. The consultant may need to assume an active and multifaceted role as he

or she engages family members, educational personnel, the child, and

others, often in a group context,

. ïhe consultant should be aware of the broader exosystem and

macrosystem impact on the "problem" rather than thinking exclusively in a

microsystemic or mesosystemic context, and

. The locus of intervention will vary with the situation and may include

multiple objectives and intervention techniques" (pp. 492-493).

An ecosystemic view of the child-family context encourages exploration of the

family's connectedness to community resources, the ínvolvement of extended

family, the nature of the family's social support network, and the meaning of ethnic,

cultural, and religious factors (Fine & Gardner, 1994).

Turnbull and Turnbull (1990) merged family systems perspectives with special

education practices and applied them to the families of students with disabilities. By

shifting to a family focus, the student is no longer viewed in isolation, but within the

context of his or her own family. Turnbull and Turnbull (1990) proposed a family

systems framework to organize four major perspectives which include: 1) family

characteristics which focus on the descriptive elements of the famíly that shape each

family's individuality,2) family interactions which focuses on the relationships that

occur among family members, 3) family function, which refers to the tasks family

members perform to meet individual and collective needs such as economic or

educational needs, and 4) the family life cycle which represents the sequences of

changes that affect families over time.
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Historical Perspectives of Parent lnvolvement

Historical accounts of families of children with disabilities are important to

better understand the need for family-school partner:hips. There were proponents

of the eugenics movement (1880 - 1930) who viewed parents as the underlying

genetic cause of their child's physical, emotional, or intellectual disability (Turnbull &

Turnbull, 1990). The eugenics movement resulted in laws that made marriage

illegal for persons with intellectual disabilities and required compulsory sterilization.

An environmental "parents-as-cause" perspective (Turnbull & Turnbull, 2001) was

evident in the work of Bruno Bettelheim, who claimed that children with autism

withdrew from reality because their mothers were cold and rigid (Alper, 1994). The

current definition of autism emphasizes that there is no relationship between

parental attitudes and the etiology of autism (Alper, 1994).

Beginning in the 1930's, parents began to organize local parent suppotl

groups which, in turn, generated national organizations. From the 1950's to the

1970's the medical model supporled an authoritative role for professionals

discouraging initiative on the part of parents and creating a culture of dependence.

(Fine & Gardner, 1994). Parents were expected to accept and implement the

treatment programs prescribed by professionals.

However, more than twenty-five years ago, the United States Congress

passed the 1975 Education of All Handicapped Children Act (P.L.94-142),

mandating a "free and appropriate education for all handicapped children" (Valle &

Aponte, 2002). This law, since renamed the Individual with Disabilitíes Education

Act (IDEA) and reauthorized in 1990 and 1997 assured access to public education
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for children with disabilities and granted parents the right to be involved in

educational decisions about their children.

Home and School Collaboration

Parent-professional collaboration is very important as a means of improving

education for all students. Friend and Cook (1996) define interpersonal

collaboration as "a style for direct interaction between at least two coequal parties

voluntarily engaged in shared decision making as they work toward a common goal"

(p 6)

Turnbull and Turnbull (2001) refer to collaboration as "the dynamic process of

families and professionals equally sharing their resources in order to make decisions

jointly" (p 13) Thousand, Villa, Paolucci-Whitcomb, and Nevin (1996) discuss

collaboration as an essential element in the successful development of partnerships

between schools and parents, enabling schools to meet diverse student needs

through shared expertise, such as: (a) shared ownership of problem definitions and

solutions, (b) shared knowledge and expertise, and (c) increased cohesiveness and

willingness to work together on future projects. Parents should be included in

decisions affecting their children both on ethical and professional grounds, and

because family members provide valuable information regarding a student's

language skills, behaviours at home, and school background (Gersten, Brengelman

& Jimeniz, 1994).

A major question is to determine whether parents of students with disabilities

from culturally diverse backgrounds feel co-equal with school professionals. parents

may want a more active role, yet may defer educational decisions to professionals
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who are perceived to be the experts in the education of children with disabilities

(Kalyanpur & Harry, 1g9g; parette & petch-Hogan, 2000). Kalyanpur and Harry

(1999) have indicated that the prevailing model of professionalism is a barrier that

significantly impedes collaboration:

"The perception that a professional is a person of high standing and a figure

of authority makes it difficult for parents to participate in education decision

making" (p 29)

Fine (1994) also mentions the concept of "co-equal status" in regards to

collaboration. Fine (1994) alleges that it is impossible to ignore the specialized

training of professionals but it is equally important to acknowledge "...the beliefs and

perception of parents by professionals, and an appreciation of the parents' insights,

ideas and experiences" (p. 2gg).

Skttic (1995) differentiates between "the professions" and other social group,

"Society gives professionals greater autonomy than it does other social groups on

the assumption that their knowledge is valid and useful and that they will use it on

behalf of their clients and the public good', (p 7)

ln determining eligibility for special education services, professionals gather

information about a student through classroom observations and psychoeducational

testing. This profile forms the basis of a written evaluation. The most imporlant

vehicle for parent-professional paftnerships is the l.E.P. meeting. Without access to

the professional language of special education, parents enter the discourse in an

unequal position (Valle & Aponte, 2002). Valle and Aponte (2OOZ) envision a mutual

dialogue between parents and professíonals:
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"Consider how differently parents might engage in collaboration if the focus

shifted from the completion of our paperwork and timelines to an intense

interest in how'their' knowledge, views, and openness could contribute to the

process" (p.477).

Creating oppoftunities to increase parental participation should begin long

before the IEP conference is scheduled. Educators need to initiate activities that

communicate sensitivity, trust, mutual respect, and acceptance to parents (Rock,

2000)

Harry, Kalyanpur, and Day (1999) have outlined four steps that they feel are

essential in developing a "posture of cultural reciprocity":

"' identify the cultural values that are embedded in your interpretation of a

student's difficulties or in the recommendation for service,

' find out whether the family being served recognizes and values these

assumptions, and if not, how their view differs from yours,

' acknowledge and give explicit respect to any cultural differences

identified and fully explain the cultural basis of your assumptions, and

' through discussion and collaboration, set about determining the most

effective way of adapting your professional interpretations or

recommendations to the value system of this family" (p.7)

Hanson, Lynch, and Wayman (1990) reported that analyzing ethnographic

information is important for the development of ethnic competence (p. 127). They

emphasize several aspects, including (a) describing the ethnic group with which the

family identifies, including the family's country of origin, language, and dialect, as
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well as the size of the local ethnic community, (b) identifying the social organization

of the ethnic community and its available resources, (c) describing the belief system

within the particular ethnic community to determine the values, ceremonies, or

symbols that are imporlant within the culture, (d) becoming informed about the

historical background of the ethnic group and current events that may affect the

family, and (e) determining how members of the ethnic community gain access to,

and utilize social services, and their attitudes towards seeking help (Hanson, Lynch

& Wayman, 1990).

Harry (1996) proposes that, even though macroculture provides the

framework to identity, various microcultures to which the researcher belongs may

impact on the research process. Along the same lines Beverly and Thomas (1999)

discuss how discretion must be employed to ensure that the interpretation of the

results assessment information reflects the families' perspectives and not the

researcher's perspectives. Microcultures include race, ethnicity, religion, social

class, gender, exceptionality, and nationality. Also, professional or political

affiliations may affect values and beliefs. According to Harry, Kalyanpur, and Day

(1999), ít is very imporlant for all people to become aware of their own cultural

values. They explain that:

"by developing your own cultural self-awareness, you will be able to recognize

the cultural underpinnings of your professional practice. This, in turn, will

enable you to facilitate conversations with the families with whom you interact,

toward identifying the values and beliefs that underlie their priorities, goals

and vision for their child. As you learn about yourself and the families with
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whom you work, the families will also acquire knowledge about the special

education system that will enable them to make informed decisions about

services. You will have developed reciprocal, truly collaborative relationships"

(p. 12)

Factors Influencinq Parental Participation

Many educators recognize that families from culturally and linguistically

diverse backgrounds participate to a lesser extent in special education decision-

making than families from the dominant or mainstream culture (Kalyanpur & Harry,

t999; Parette & Hogan, 2000). Historically, many families from culturally diverse

backgrounds have had to overcome barriers to their effective participation in the

regular and special education process (Garcia & Malkin, 1993). Knowledge and

understanding of these barriers is the first step towards eliminating them.

Limited English language proficiency may inteffere with a family's capacity to

access appropriate resources (Turnbull & Turnbull, 2001). Turnbull and Turnbull

(1990) noted factors which may cause parents with limited English proficiency to feel

inferior to school personnel, including feelings of intimidation by highly educated

professionals, not understanding special educational provisions, and lacking

information on the nature of their child's disabilities. When the spoken or written

word is not understood, accurate meaningful communications may be compromised

(Hanson, Lynch & Wayman, 1990). Even though translators may provide a vital link,

the real meaning of the communication is not always conveyed. In any language,

there are inherent messages that cannot be communicated adequately. We often

resort to using gestures to convey meaning. However, we may be unaware of the
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meaning of gestures in other cultures. For example, pointing at another person with

the left hand, or sitting with the sole of your shoe facing someone are inappropriate

in Afghanistan (Ward, Z0O2).

Educators need to be aware that children and families who have emigrated

from a culture that is very different from the Canadian culture are adjusting to many

changes simultaneously. Misconceptions may be perpetuated by a lack of

knowledge and experience about culturally sensitive interactions (Burstein &

Cabello, 1989). Families may be concentrating their efforts on meeting the survival

needs of the family. Families may perceive their roles differently with respect to

seeking help, problem-solving, decision-making, child rearing, or interactions with

authority (Beverly & Thomas , 'lggg, p.23).

When working with families who have migrated to Canada, or the United

States, a fundamental distínction must be made between voluntary and involuntary

migrancy. Kurtz-costes & pungello (2000), discuss the differences:

"voluntary migrants who have willingly left their homelands, usually with

expectations of furthering their education and improving their standard of life,

have very different characteristics from refugees, who have left their

homelands because of fear, war, starvation, or persecution" (p. 123).

Parental participation may be affected by their cultural views of disability and

its causation. These differences often affect parental understanding of the

assessment and diagnosis process, as well as the development of educational goals

(Harry, 2002). Families who have recently immigrated to Canada may hold values

that are more consistent with their country of origin.
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In a study of low income Puerto Rican American families, Harry (1gg2) noted

that parents from culturally diverse backgrounds may possess cultural perspectives

and expectations with respect to education that restrict their ability to collaborate

with educators and negotiate their way within the special education system. parents

who are not well-informed about special education assistance requests,

assessment, intervention, and follow-up processes may not understand their rights,

responsibilities, and options regarding their child's education. Harry (1ggg) alleges

that parents may attend IEP meetings, but their reserve at these conferences may

be due to traditions of compliance towards authority, and a lack of information about

their rights and options.

Sontag and Schacht (1994) interviewed 536 families with infants and toddlers

who had developmental problems. Their study investigated two variables related to

suppofting ethnic diversity in early intervention: a) parental information needs, and

b) the nature of parental parlicípation in meeting their child's special needs. The

results suggested the need to provide information about available seruices to all

parents. Significantly, fewer than half the parents had attended the Individual

Educational Program (lEP) meeting at the school because ít was not seen as an

empowering activity. The majority of parents from diverse ethnic and cultural

backgrounds in this study reported that family needs assessments, conducted by

outside agencies, were not useful to them because someone else was interpreting

the information (Sontag & Schacht, 1994).

Families' past negative experiences and fears of bureaucratic intervention

also may challenge family participation (Thorp,1997; Parette & petch-Hogan, 2000).
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Families who were oppressed by authority in their former country may be reluctant

to share information about their family with school personnel. Many parents may

feel vulnerable or uncomfortable around teachers and other educators (Jordan,

Reyes-Blanes, Peel, Peel, & Lane, 1998).

Logistical barriers such as time constraints, lack of transportation, lack of child

care, and work obligations also may prevent parents from participating in their

children's special education programs (Turnbull & Turnbull, 1990). Barriers also

include the lack of sociocultural diversity in the educational work force, as well as

parental mistrust due to minority overrepresentation within special education

programs (Rock, 2000).

While the barriers for pafticipation are complex, educators can create

opportunities for active parental participation which, in turn may promote the

establishment of equal partnerships between home and school in the education of

students with disabilities from culturally and linguistically diverse families. Through

interviews with families of children with disabilities from culturally and linguistically

diverse backgrounds, I hope to develop a deeper understanding of the factors that

affect parental participation in their children's inclusive education in Manitoba.
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Chapter 3

Method

Design of the Study

The study took place in Winnipeg, Manitoba, a large, urban centre in Western

Canada with a total population of 661,730 (Winnipeg Free Press, January 22,2003).

The purpose of this study was to: a) describe the expectations of the families of

children with disabilities from culturally and linguistically diverse backgrounds in

regards to their children's education, including the respective roles of both home and

school, b) identify factors which affected parental participation in their children's

inclusive education, c) develop strategies to increase involvement in the home-

school partnership, based on interpretation of the data. lt was hoped that this study

would raise questions and concerns for professional discussion and further research

regarding the involvement of families of children with disabilities from diverse cultural

and linguistic backgrounds in collaborative partnerships with schools.

Having identified these areas of study, which depend upon an exploration of

individual expression, a qualitative research methodology was chosen as an

appropriate technique. Six families from a wide range of cultural backgrounds and

with children with various types of disabilities were interviewed. Each family system

was regarded as unique. ln view of increasing recognition that partnerships should

not be limited to parents only, the interuiewer invited grandparents, brothers, sisters,

and others who were considered vital resources in supporting educational outcomes

for the child with disabilitíes to participate at the discretion of the parents (Turnbull &

Turnbull, 2001).
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The interviews were semi structured in the ethnographic tradition (Taylor &

Bogdan, 1998). Ethnographies are descriptive studies in which the researcher tries

to illustrate what people say and how they act in their daily lives (Taylor & Bogdan,

1998). Ethnography is an inquiry into the "way of life" or the culture of a distinct

group of people, portraying the concepts, beliefs, customs, norms, and rules of a

socially interacting faction of people in cultural centres. Understanding emerges as

the ethnographer makes sense, and interprets the culture, Agar (1987) describes

ethnography as "... neither subjective nor objective. lt is interpretive, mediating two

worlds through a third" (p. 19). Hanson, Lynch and Wayman (1990) explain that

developing an ethnic competence requires analyzing ethnographic information by

focusing on five aspects of the ethno-cultural group to become familiar with: (a) the

ethnic background with which the family identifies, (b) the social organization of the

ethno-cultural group within the city, (c) the values and belief system within the ethnic

community, (d) the historical background of the ethno-cultural group, and (e) how

members of the ethnic group gain access to services in the community (p. 127).

Gaininq Access

After approval by my thesis committee, a "Human Subject Ethics Protocol

Submission Form" was submitted and approvalwas granted (Appendix C). A letter

then was sent to disability support groups and ethno-cultural groups in Winnipeg

explaining my thesis topic (Appendix D). I requested the assistance of the program

directors and agency administrators to recommend families with children with

disabilities in inclusive education settings from diverse backgrounds, who they

believed would be interested in participating in the study. An inducement, in the
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form of an honorarium for twenty-five dollars, was offered to the families for their

participation. An interpreter was required for two of the interviews, and they were

paid the customary rate.

The Particioants

A process of theoretical sampling (Glaser & Strauss, 1967) was used to select

the six families for the study. This process refers to a procedure by which the

researcher selects cases to be studied according to their potential for helping to

expand and refine the concepts and theories that have already been developed

(Taylor & Bogdan, 9198). Data collection and analysis proceed concurrently

Nominations of families were selected based on the recommendations of program

directors and agency administrators of disability suppott groups and ethno-cultural

groups.

A letter was then sent to the families (Appendix E) and was followed up by

home visits to make sure that the families understood the purpose of the study, and

the meaning of informed consent. I made an initial telephone call to four of the

families to introduce myself and to arrange for a convenient time and place to

conduct the interview. With two of the families, the contact was made through the

interpreters. Written consent was obtained from all participants.

The families that were selected for the study were diverse on several

dimensions: (a) ethnicity, (b) country of origin, (c) first language, (d) age of their

child, (e) type of disability, and (f) family structure. Two of the families had two

chitdren with disabilities. Of the eight children, six were boys and two were girls.

The children's ages ranged from five-and-a-half to eighteen years old. Three of the
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families had three children, four families had two children and one family had five

children. Two of the children were with foster parents. In both cases the parents

were aware of the disabilities at the time of foster placement. Figure 1 poñrays the

six families in this study.

All six families in the study lived in Winnipeg. However, there were many

reasons why they immigrated, or relocated to Winnipeg. Therefore, diversity results

not only from different national origins, but also from unique circumstances

concerning the settlement of a group of people in Winnipeg.

Pseudonyms have been assigned to the families, other participants, schools

and community agencies.

Data Collection

The data for this study were collected through in-depth semi-structured

ínterviews with six families of children with disabilities from diverse backgrounds.

The scope of information gathered, the nature of questions asked, and the family's

comfort level with the interviews determined the length of each interview and the

number of interviews required for each family.

The interviews were conducted during the months of February, March and April

of the 2002 - 2003 school year. The interviews were conducted in places chosen by

the families. All of the families chose to be interviewed in their homes. The interviews

ranged in length from forty-five minutes to ninety minutes with a mean length of sixty-six

minutes. Four of the families had one interview and two of the families had two

interviews. Three of the interviews were with mothers only, one interview was with the
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rgure 1.

articipants in the Study

,lames of family
nembers who
rarticipated in
nterviews

Family Structure First
Language

Country of
Orlgln

Name of
child

Age Type of disability
(as documented)

/other - Ruth single mother
foster parent

Swahili Uganda,
Africa

Carley 5% FetalAlcohol Effects

/other - Mrs. Lai"
:ather - Mr. Lai"
)aughter - Cam
ion - Tanh
ìrandmother
nterpreter

two parent-family
extended family

Vietnamese Vietnam Cam
Tanh

18
'10

Orthopedic impairments

/lother - Sharlene single mother English Canadab Jordan

Nathan

't4

7

Attention Deficit Hyperactivity
Disorder (ADHD)
ADHD and congenital
scoliosis

irandmother -
:lorence

ìrandfather - Lou
grandparents

English Canadao Marcus o Learning disabilities

/other - Heather
:ather - Kvle

two parents
foster oarents

English Canadab Trevor 17 Cognitive Disability

¿lother - Mrs. Chenu two parents
extended family

Chinese China Raymond 6 Cognitive Disability

ote: Pseudonyms were assigned for children and fam¡ly members.
a Títles used during introduction
Þ Aboriginal descent
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mother and father, one intervíew was with the mother, father, two children and

grandmother, and one interview was with the grandparents. Two of the interviews

req uired interpreters.

To gain understanding of each family as a system, a Discussion Guide for

Gathering Information was utilized (see Appendix A). Questions concerning the

areas of family, culture, diversity, disability, and home and school collaboration,

were open-ended, sensitive to the family's needs, and followed the issues the

interviewees were most interested in addressing. To ensure that the interview

questions were culturally sensitive, I reviewed the questions with a cultural mediator

or the interpreter before each interview. The cultural mediators included two

program directors at an ethno-cultural suppoft group, and one executive director of a

disability support group. lnterpreters were required for two of the families. The

director of another disability support group contacted the interpreters who had been

involved with the families, and then I met with the interpreters. I was sensitive to the

family's perceptions of the intrusiveness or relevance of my questions, as well as

their comfod level with my manner as I gathered famíly information. Ongoing

interpretation of the data guided me in refocusing intervíews according to the

emergent themes, as well as concerns particular to each of the families. While the

interviews were organized around specific questions, not every family was asked

every question. Very often, responses to some questions led to discussions of other

questions.

There was no deception ín the study. Understanding the factors which may

affect parental participation in their children's inclusive education is important in
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establishing partnerships with families of children with disabilities from culturally and

linguistically diverse backgrounds. lmplicit in these narrative views, was a valuing of

the farnilies as knowledgeable about their children and their cultures.

In two cases, I did not speak the language of the family, so an interpreter was

vital in assisting with the interuiew. ldeally, a mediator who is able to provide

linguistic and cultural mediation by facilitating clear communication and

understanding about home and school cultures, would be available to all families

from diverse cultures with children with disabilities (Fowler & Hooper, 1998). Before

meeting with the two families, I met with each of the interpreters in order for them to

have a basic understanding of the nature and purpose of the interview. lt is

important that the interpreter translates information accurately using the family's own

words and meaning (Lynch & Hanson, 1998). lt is also important that the interpreter

is aware of professional ethics, including confidentiality (see Appendix G).

In interviewing the families, I took the role of observer as participant (Taylor &

Bogdan, 1998) interacting in the proceedings to allow for a comfortable interpersonal

climate. Educators can examine the cultural base of their own belief system by

exploring their own perspectives and how they have been shaped, in order to realize

how their assumptions, beliefs, and prejudices impact relationships with their

students and families (Harry, 1992). I have included my own story (Appendix B) by

exploring my ancestral background, my educatíon, and why I chose to become a

teacher, as well as how my assumptions, beliefs, and prejudices might promote or

inhibit interviews. I incorporated practices that were culturally specific for each

family, such as bringing cookies and taking time to get acquainted before beginning
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the interuiews. Knowing some words or phrases in the family's language and

recognizing patterns of family interactions, religious practices, and views about

health, healing and disabilities also increased my capability to interact respectfully

and effectively (Lynch & Hanson, 1998). The interpreters and cultural medÍators

also facilitated effective cultural communicatíon by assisting me in knowing how to

address family members, how to ask questions, and how to promote family

participation.

The interuiews were audiotaped and then transcribed verbatim for data

analysis. I also took notes during the interviews, which were then incorporated into

the transcripts for analysis. Data from the eight interviews and obseruer comments

consisted of approximately 324 pages. All information was kept fully confidential

and pseudonyms were assigned to the family members, other participants, schools,

and community agencies. All data were kept in a secure location. Upon completion

of the study, I arranged to share a summary of the findings with the families,

disability support groups, and ethno-cultural groups, as well as a means of

contacting me if they have questions or concerns. I also let the families know how

grateful I was for their willing participation in this study, and presented each family

an honorarium for twenty-five dollars.

Data Analvsis

Transcripts of the recorded interviews and field notes were completed

immediately after each interview. I reflected on my interviewing skills and noted areas

to investígate more thoroughly in subsequent interviews. I analyzed the data using the

constant comparative approach by Glaser and Strauss (Taylor and Bogdan, 19gB), an
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inductive approach in which observations, comments and quotes are coded according

to the types of information revealed. After rereading all interviews, I coded the data for

underlying patterns and themes, using colour coding to help me sort and organize the

data, I coded both positive and negative incidents that related to a theme (Taylor &

Bogdan, 1998). After completing this process, I used a sorting approach, described by

Taylor and Bogdan (1998), which involved cutting up an extra set of transcripts and

placing data relating to each codíng category in separate file folders (p. 154). On each

response I recorded the particular source, respondent, and data collection episode.

The codes were then compared to each other to derive a set of thematic categories that

classified the data. After the generation of each piece of data, I examined new

information and compared different data sources to identify new patterns or

inconsistencies. I then revised tentative categories to account for these changes. This

emergent approach occurred throughout the data analysis process. Through this type

of analysis, the findings were firmly "grounded" in the data, as opposed to

predetermined assumptions I could have brought to the research study (Taylor &

Bogdan, 1998). The framework forthe analysis requires analyzing both the

ethnographic information, as well as the answers to the research questions as reflected

in the interview schedule. ïhe findings that emerged from the data collection resulted in

five main themes. Details are presented in the chapter on findings.
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Chapter 4

The Families

The six families in this study represented a variety of family compositions, and

ethno-cultural backgrounds. They had children with various types of disabilities.

Using data, descriptions of the six families are presented, interpreting the main

íssues that were of concern to them. Pseudonyms have been assigned to all family

members, other participants, schools and community agencies to ensure

confidentiality.

Family Structures

Many family structures are represented in this study. Three of the families

were "traditional" nuclear families in which the mother and father lived in the same

household as the children. Two of the families consisted of single mothers. One

interview was with the grandparents who shared responsibility for their son's

children, even though their mother had custody. Two of the children with disabilities

lived with foster parents.

The foster care system offers respite to a family during a difficult period, so

that problems can be dealt with, the family can be reunited, and the children can be

safely cared for in a home (Minuchin, 1995). However, that decision to place

children in foster care may be essential for the protection of the child. The child may

move from one placement to another and may stay in foster care for months or

years. The trauma of separation and the particular impact of placement depends on

the age and characteristics of the child, and the nature of the family. In one family,

Ruth, a single mother from Uganda with three of her own children, had been a foster
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mother to Carley for three years, since Carley was two and a half. When I asked

Ruth if she knew what kind of problems Carley had when she became a foster

mother she answered, "Yeah, I knew. She was in about twelve other foster homes."

ln the other family, Heather and Kyle became foster parents to Trevor when

he was thirteen years old. The decision to leave his famíly of origin and go into

foster care was made on Trevor's behalf in an effort to improve the quality of his life.

Heather and Kyle provided a safe family life for Trevor during a time of disruption

and stress in his natural family.

When the needs of children in foster care are complex, the special skills and

knowledge that foster parents must possess increases as well. ln both cases, the

foster parents not only provide food, clothing, and shelter, they make medical

appointments, educational decisions, tend to sadness and confusion, and have

helped Carley and Trevor to develop skills and confidence to function, and move

beyond the pain of their pasts.

In many Aboriginal families, the grandparents are responsible for the children

(Lynch & Hanson, 1997). The director of the ethno-cultural agency that referred the

grandparents for the study said that, "they needed someone to talk to about their

grandson." Even though their grandson lived at their daughter-in-law's house with

his siblings, the grandparents were very involved in his child-rearing. In interactions

with the school, the grandparents pafticipated in the parent-teacher meetings, and in

acquiring needed servíces.
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Ethno-Cultural Backq rounds

Knowledge of cultural contexts is basic to the understanding and appreciation

of diversity. According to Bronfenbrenner's (1979) ecological theory, the cultural

context affects a child's development both directly and indirec¡y through other

systems.

The ethno-cultural and linguistic backgrounds of the families in the study were

very diverse. One family was from Uganda, and the Mother spoke both English and

Swahili. Her foster child was Canadian, although one parent was from Africa and

the other was Metis. Three of the families were Aboriginal or Aboriginal/Caucasian

from Manitoba. Aboriginal refers to people who are status and non-status Indian,

Metis, and Inuit, and who have identified themselves as such (Silver, Mallett, Greene

& Simard, 2002). One family recently emigrated from Vietnam seven months ago,

and the parents spoke only Vietnamese. Another family immigrated to Winnipeg

from China twelve years ago, and the parents spoke mainly Cantonese. To have a

better cultural understanding of the six families that were interviewed, I reviewed the

values of each of the ethno-cultural groups represented in the study, their attitudes

and beliefs about disability, and their beliefs about parental involvement in the

schools.

Although many of the core traditional values are shared among Aboriginal

people across different tribal groups, individuals differ in terms of their level of

acculturation, geographic setting (urban, rural, or reserye), and socioeconomic

status. In order to become more culturally responsive, educators must have a

general understanding of students' particular Aboriginal culture,
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In Aboriginal culture, the circle is a symbol of power, relation, peace, and unity

serves as a reminder of the sacred relationship that exists among all living things

(Garrett, Bellon-Harn, Torres-Rivera, Garrett and Robefts, 2003).

Traditional Aboriginal values and practices include; (a) cooperation and

sharing, (b) modesty, (c) being, (d) time orientation, (e) importance of the tribe, (f)

importance of elders, (g) meaning of family, and (h) noninterference.

Orientation to tíme is a value that differs from that of the mainstream North

American culture. ln the past, Aboriginal people marked time based on the seasons,

with daily routines gauged by the position of the sun or moon (Lynch & Hanson,

2002). Traditional Aboriginal youth may be more present-oriented and accustomed

to living in the here and now (Garret et al., 2003). They have not been enculturated

to live by the clock as in the mainstream North American society. "lndian time" as it

has been referred to means that things begin when everyone has arrived, and end

when they are finished (Garret et al., 2003). Developmental milestones may not

stress when a child starts to walk, but rather when the child laughs the "first laugh"

or accomplishes the vision quest (Lynch & Hanson ,2002).

ln Aboriginal culture, elders are highly respected because of the wisdom they

have acquired. Elders play an important role in the tribal community by functioning

as parent, teacher, community, and spiritual leader. There is a special relationship

based on mutual respect and caring between elders and the young people as they

move through the Circle of Life. ln traditional Aboriginal culture, family relationships

include not only immediate family members, but extended family, and other

members of the community.



39

Disabilities, illness, or accidents may be associated with supernatural causes

in Aboriginal culture. Families who have children born with disabílities may resort to

tribal leaders to find out why the disability occurred and to conduct traditional

ceremonies or rituals to begin the heafing process. At the same time, the families

may also continue to take their child to physicians or other medical specialists for

treatment and follow-up care (Lynch & Hanson ,2002).

Maladaptive communication and interaction styles may exist between

Aboriginal families and educators. Aboriginal families are generally familiar with

knowing how to gain access to services in their community (Lynch & Hans on,2002).

Unfortunately, many Aboriginal families have encountered negative experiences

including racism, discrimination, and cultural insensitivity, and may not feel

comfoftable in their child's school. They may feel intimidated by the time-consuming

procedures, documentation or communication problems.

Although Asian ethnic groups are extremely diverse both between and within

groups, there is a common set of shared values that tie all of the groups together

(Bui & Turnbull, 2003). Among these are group orientation, strong family ties,

emphasis on education and respect for authority and the elderly. Religious or

philosophical doctrines that have influenced Southeast Asian cultures the most are

Buddhism, Confucianism, and Taoism; collectively referred to as the "three

teachings." Buddhism encourages traditional values, such as self-negation, self-

sacrifice, modesty, compassion, and humility. Confucianism emphasizes respect for

elders, hígh regard for education and loyalty one's family, while Taoism promotes

charity, simplicity, patience, and avoiding confrontations. Modesty and politeness
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are also important cultural behaviors that are highly valued among Asian people.

These values have contributed to the profound strength and resíliency demonstrated

by Vietnamese people throughout their history of severe hardships, war, disruption,

and loss (Chan, 2002).

The family unit, whether nuclear a extended is extremely important for most

Asian and Southeast Asian people. The extended family system has been the

standard in most Asian countries, and is viewed as a valuable resource for solving

problems, providing stability, a sense of self-esteem and satisfaction (Bui & Turnbull,

2003). Bui and Turnbull (2003) describe how a typical Vietnamese family consists of

the parents, children, grandparents, greafgrandparent, aunts, and uncles.

Especially when they move to new communities, they tend to gather together. The

Chinese culture stresses that social bonds with parents, siblings, and extended

family should be continuos (Chan, 2OO2).

A collectivist tradition, a interdependence within family and community, is

prominent in Chinese society. For the most part, both Asian and Southeast Asian

families have high expectations for their children's behavior. The princípal of filial

piety, which is obeying and honouring one's parents, respect for elders, and family

loyalty are considered to be primary parental duties. Asian children are taught to

defer to their parents' requests, avoid questioning authority figures, and control

active aggressive behavior.

Perceptions of disability vary in Asian and Southeast Asian cultures, and

families have their own distinct beliefs about why their children are born with
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disabilities (Chan, 2oo2). These belief systems affect the family's child-rearing

practices and utilization of intervention services (Bui & Turnbull, 2OO3).

Many Chinese parents of children with disabilities believe that supernatural or

metaphysicaf elements were involved in the cause of their child's disability

(Lamorey,2002). The most severe disabilities, those associated with cognitive

disabilities, physical impairments, and serious emotional disturbances are viewed

with considerable stigma. Chinese parents often believe that a child,s academic or

behavioural problems are a negative reflection on their families (Lee & Manning,

2001). Many Vietnamese families believe that the cause of disability is associated

with fate or bad karma, as punishment for past sins. Although more Asian and

Southeast Asian families are accepting the western and medieval explanations for

their children's' disabilities, the Eastern practices such as proper nutrition and

acupuncture, are still considered essential (Chan,2OO2). Many Vietnamese families

may be reluctant to seek help for their child with a disability, preferring to manage

the problem within the family.

Uganda's population is made up of a complex and diverse range of tribes,

with their own traditions and customs inherited from their ancestors. In the mid

1980s, Uganda lay shuttered and bankrupt, broken by tribal animosity, corrupt

politics, mass murder and military tyranny. However, Kampala is now the Modern,

bristling capital of a new uganda, a country with one of the fastest growing

economies in Africa. Religious tolerance is an important part of present-day

Uganda. About two-thirds of the population is Christian, while the remaining third

follows lslam or practices animism.
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The family is the source of strength, resilience and survival for ugandan
people' The oldest family members have a special status in the family. The father

is revered and obeyed as head of the family. lndividual achievement is very

important in Ugandan culture, and is determined by hard work as wefl as by

choosing friends, allies, and patrons carefully.

People immigrating to Canada from Uganda instill knowledge of their African

heritage and a sense of who they are. They are committed to developing the child,s

knowledge of his or her kinship and a concern for family relationships. When

children are able to place themselves within this circle of people they care about,

and who care about them, their experience of the meaning of family and their sense

of belonging is increased (Lynch & Hanson ,2002).

In African culture, disability often is interpreted either as bad luck or

misfortune, as the result of past sins (Lynch & Hanso n,2OO2). However, neither of

these attitudes about causation of disability affects how the family regards the child

with a disability' The family concerns itself with utilizing medical and educational

services, and coping with the challenges of their child's needs.

Tvpes of Disabilities

The families in this study have children with various types of disabilities,

including fetal alcohol effects (FAE), orthopedic impairments (still in díagnostic

stage), attention deficit hyperactivity disorder (ADHD), scoliosis, learning disabilities,

and cognitive disabilities. Given the variety and complexity of the various disabilities

in this study, a brief overview of each disability has been presented.
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Fetal alcohol effects (FAE) is the term used to describe a case where prenatal

alcohol exposure has been confirmed, but only some of the other diagnostic criteria

are present, such as a distinctive pattern of delayed growth, intellectual and

behavioral disabifities and distinctive facial characteristics caused by alcohol abuse

(Friend, Bursuck, & Hutchinson, lggg).

Orthopedic impairments are physical conditions that seriously impair the

ability to walk or to complete motor activities.

Attention-Deficit Hyperactivity Disorder (ADHD) is a neurological disorder

requiring a clÍnical diagnosis based on criteria outlined in the American psychiatric

Association: Diagnostic and Statistical Manual of Mental Disorders, Fourth Edition,

Text Revision (2000). students with ADHD demonstrate significant impairment

related to inattention, impulsivity, and/or hyperactivity-impulsivity compared to

children of the same age and level of development. symptoms such as

inattentiveness, disorganization, and poor motivation may interfere with the student,s

learning and academia performance, their sound interactions, friendships, and their

emotional development (Salend & Rohena, 2003).

Scoliosis refers to a condition in which the spine curves to the left or right,

more like an "s" or a uc" shape, rather than a straight line. scoliosis can be

congenital, meaning it was caused by a vertebral defect discovered at bir1h, or

idiopathic, which means that it occurred without known cause. ldiopathic scoliosis

appears to be due to genetic or hereditary factors. When scoliosis is detected, the

patient will be referred to an orthopedic specialist for evaluation and treatment.

Severe curves may require surgical treatment.
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students with cognitive disability delay have significant limítations in cognitive

ability and adaptive behaviors (Friend, Bursuick, & Hutchinson, lggg).

Friend, Bursuck and Hutchinson (1998) referto students with learning

disabilities as having "dysfunctions in processing information typically found in
language-based activities" (p 1g). They have average or above average

intelligence, but often have significant problems learning how to read, write, and

compute' They also may have difficulty following directions, attending to tasks,

organizing assignments, and managing time.

The Families

Ruth

Ruth is a single mother who immigrated to Canada from Uganda, ten years

ago, by way of a refugee camp in Kenya. Her husband died in the civil war in

Uganda' Ruth has two daughters, fifteen years old and ten years old, and a son five

and a half' Ruth is also the foster mother of Carley, who is five and a half years old.

carley has been living with Ruth and her children for two years. carley,s

background is African and Metis. I had two interviews with Ruth about one week

apart' The first interuiew was about seventy minutes, and the second interview was

approximately forty-five mi n utes,

Carley was diagnosed with fetal alcohol efiects (FAE). Ruth was aware of her

disabilities when she became a foster parent, as carley had been in twelve other

foster homes' carley is presently in day care and has a full time worker. she will be

attending kindergarten in the fall.
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Carley likes swimming and dancing, drawing pictures, listening to stories and

watching movies. She goes to church with her family every Sunday. Ruth takes her

to an amusement park and Carnival in the summer.

Ruth talked about how Carley, "couldn't sleep" when Carley first came to live

with her. she'd fall asleep at 4:30 in the morning. She was crying." Ruth talks

about Carley being "so busy...always moving, her hands, her feet." Ruth also said

that Carley has a very hard time leaving her, even for day care. Ruth called it an

"attachment disorder." Carley's attention span is not very long. Ruth said that it's

about five minutes. She found a special seat that goes on the chair, that's

comfortable for Carley and has helped with attending for longer intervals.

Carley does not have any physical problems, however, when she doesn't get her

way she starts to scream and throw tantrums. Ruth's way of dealing with it is to ignore

it. She said, "Eventually she'll stop." The socíal worker told Ruth that the doctor would

like to put Carley on Ritalin. Ruth's reply was, "Yeah, but at the same time I think she

doesn't need it, because she's doing okay. she just needs attention."

Ruth's advocacy regarding Carley has only just begun. One of Ruth's main

concerns for Carley, even though she is only five and a half, is that she won't be able to

manage on her own when she's eighteen, Ruth relates, "ln my country kids don't have

to move out when they're eighteen. My children are both at home. I don't expect her to

leave at eighteen." Ruth also goes to a support group and has taken courses on

working with children with disabilities. When I asked her how she had benefited and

what she had learned, her response was, "How to handle kids. Just be patient. Just

love what you're doing. I know what kind of kid I have. I would like to have more
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kids if I had a chance. I would like to take in more kids." A cultural difference that

Ruth commented on was, "People aren't so close. When you have a brother and a

sister you care about each other. Here, that doesn't happen."

Ruth tried to become a foster mother to Carley's older brother, who also has

disabilities. She appealed to the social worker at the foster agency, "How can a brother

be attached to a stranger when he has a sister? They should be together...grow up

together."

The Lai Familv

Prior to the interview with the Lai family, I had several conversations with the

interpreter concerning the family, the children's disabilities, and the Sample Guide

for Gathering Family lnformation.

The Lai family immigrated to Winnipeg from Vietnam about seven months

ago. Mr. and Mrs. Lai have five children, four girls and one boy, ranging in age from

ten to eighteen years, Five years ago, when Cam, their eldest daughter was

thirteen, she began noticing that she would suddenly fall or trip, and then could not

get up. ïheir ten-year-old son, Tanh, began havíng the same problems when he

was eight. Their three other daughters have not had any similar problems.

The family lives with Mrs. Lai's mother and brother in a Vietnamese

community in Winnipeg. The parents speak only Vietnamese. Mr. and Mrs. Lai, the

two children, Cam and Tanh, the grandmother, and the interpreter participated in the

interview, which was approximately one hour. Mrs. Lai motioned to me where to sit.

The grandmother served ginger tea, which was delicious.
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I went over the consent form with the farnily, They were hesitant when asked

about the tape recorder. I expfained that it would help me to remember their

answers, and that no one else would hear the tape. They consented and the

interview ensued.

When Cam and Tanh started having problems walking, Mr. and Mrs. Lai took

their children to doctors searching for a cure. They tried many different treatment

options in Vietnam. Mrs. Lai communicated to the interpreter, "!Ve go for treatment in

Vietnam. East and West. We even try acupuncture. The doctors say that maybe

children are lacking nutrítion. The muscle is not growing properly." They also tried

exercise and physical rehabilitation. None of the treatments were successful in

alleviating the problem.

Mrs. Lai's mother emigrated from Vietnam twelve years ago. When the

children started having problems, Mr. and Mrs. Lai applied to the Nominee program,

hoping that Cam and Tanh would benefit from a comprehensive diagnosis in

Winnipeg. The children have been seen by a family doctor and they are now waiting

to see a geneticist. Mrs. Lai said, "At this time, we don't know. We're still waiting."

Cam is in Grade Ten and Tanh is in Grade five. They both have ditficulty in

understanding English and in expressing themselves in English. When I asked Cam

what she likes about school, she answered, in English, "Computer and English. Play

games on the computer." I asked Tanh the same question, and he also answered in

English, "l like it here because here, no war, And teacher here is good for me. And I

like math. I like painting. I play games on computer."
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When Mr. and Mrs. Lai had parent teacher meetings, Mrs. Lai's brother

accompanied them so that he could interpret. Mrs. Lai seemed pleased with her

children's teachers and the support from the school.

Ïhe parents asked about summer programs for theÍr children. I gave

information to the interpreter on camps that the children might enjoy. They also had

concerns about having to waÍt for a diagnosis before bus transportation could be

approved.

Sharlene

Sharlene is a single mother with four children, three boys and one girl. She

grew up in a northern town in Manitoba and her ethnic background is Aboriginal and

Caucasian. Her oldest son, Jordan, is fourteen and he has been diagnosed with

ADHD. Nathan, her second son, has also been diagnosed with ADHD and has

congenital scoliosis. The other two children six and two, have not displayed any

problems. Sharlene has also been diagnosed with ADHD. At the time of the

interview, Jordan, was staying with his maternal grandmother for a "time-out."

Sharlene has had to overcome many personal challenges. Both her mother

and father had addiction problems and, after leaving northern Manitoba, Sharlene

became involved in abusive relationships.

Jordan was diagnosed as having ADHD when he was five years old. The doctor

suggested giving him Ritalin but Sharlene was opposed. "So ltold him'No'...and I

stuck him in sports. I kept him busy," Nathan who has recently been diagnosed with

ADHD, has also been prescribed medication, but Sharlene explains her feelings, "He's

very, very active. They would like to put him on medication right now, but I told the
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doctor I'm against it. I said, "lf I have to put up with ít, the school can. l'llwork with the

school to help them find other ways to teach him.,'

Sharlene talked about becoming much more knowledgeable about her son's

disabilities and has become quite capable at resolving problems, "We had a hard

time getting services and trying to access services. So I started accessing services

myself. That's how I got the kids to the doctors, ljust started going places, and I

said, 'l don't care. I'll be back'."

Sharlene has actively been involved in gaining services for herself and her

children. She was able to access a family services program that provides child care,

family support, and household help. Sharlene explained, "They come in three days

a week to help me with the kid from twelve to eight. That's Tuesday, Wednesday,

Thursday, and every other Friday from four to eight. And I got that myselfl I got my

doctor to write me a letter for them. Then they came out and interuiewed me."

Sharlene has also recently taken courses on parenting young children and

teenagers, anger management, and a woman's healing program.

As Sharlene became more confident, she questioned the professional's

definition of what her children's problems were, and became assertive in seeking

services that addressed the issues of learning and behavior, "l'm seeing a family

educator. He works with me and the two older boys. We're just finding out what

ADHD is...the myths about it. Actually, how it works...how their brains work and

everything else. And I was diagnosed with ADHD, when Nathan was diagnosed.

They say it's genetic."
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At the time of the second interview, Sharlene talked about how both Jordan

and Nathan had been suspended from the school lunch program. She disagreed

with the choice of consequences the school had imposed. Sharlene spoke of being

frustrated because the school would call her to come down "four or five times a

week," and she felt like "they were trying to blame me for something."

Sharlene believed that when her two older boys started going to their present

school, "They see Jordan and they see Nathan. Okay? 'cause they're mulatto, I

guess they must have figured I would be... I really felt like real racism is involved."

Sharlene handled this issue by collecting posters about Aboriginal culture and

giving them to Jordan and Nathan to distribute throughout the school. She also

addressed issues with the school board when she felt that the school was not

listening to her. As Sharlene is challenged by new situations that require resolution,

she has developed new capabilities to meet these crises.

Florence and Lou

Florence and Lou are the paternal grandparents of Marcus, an eight-year-old

boy in a grade three French lmmersion program. Marcus lives with his mother and

two siblings, but Florence and Lou are very involved in caring for their grandchildren.

The grandparents participated in supervising homework, attended parent-teacher

meetings and school events, as well as making decisions about school.

I met with Florence and Lou at their home, but I explained that I required

written consent from their daughter-in-law so that they could participate in the study

without her being present. They provided me with her signed consent. We
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rev¡ewed the purpose of the study and the consent letter and both Florence and Lou

signed the letter.

Lou explained the situation at Marcus'school. Marcus is having difficulty in

both English and French and they have just found out that, "Lately, he was so far

behind, now they just wanted to get rid of him, because the teacher was saying; ,well

he can't do the work."' His report card showed that he was two years behind in

language activities. Lou said that he could read "very, very, easy books." Marcus is

receiving speech and language therapy about once a week. He is also seeinq a

resource teacher to help him with English language activities.

Florence mentioned that, "they want to put him in a special school - a ,learning

disabilities' school." Marcus has told his grandparent that he wants to stay at this

school. Lou relates, "His fríends are there. His brother and him are unbreakable.,, Lou

is afraid that Marcus "might go against me and he might go against education.,'

Florence and Lou are frustrated with Marcus'school. They feel like they are

asking for information about Marcus' progress, but that no one is being honest with

them' Lou has tried to have Marcus evaluated, but they have not returned his calls.

On one recent occasion, Lou was picking up his grandchildren after school

and he asked Marcus' teacher "if there was any improvement with Marcus, and the

teacher replied, 'No, it's the same and it's just a waste of time!"'

Florence and Lou have regularly been present at the parent-teacher

conferences with Marcus' mother, but Lou says that, "Now they don't want us there.

They don't want me there."
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Overall, the grandparent's efforts at advocacy have been hampered by

difficulties. Lou said to me, "See I got to get somebody that's educated. See, like if

you could be with us." I made the decision to offer some suggestions to the

grandparents, such as calling the principal, or vice-principal to set up an

appointment with everyone present, including Marcus' mother.

Heather and Kyle

When I came to Heather and Kyle's house for the interview, they were busy

with their two young children, five years old and two months. I had asked if they

needed child care arrangements and Kyle jokingly said that they could use them

"after" the interview. I explained the purpose of the study and read through the letter

of consent. We discussed the importance of confidentiality, and I assured them that

pseudonyms would be used for the family, schools, and agencies. Both Heather

and Kyle signed the letter.

Heather and Kyle became foster parents to Trevor four years ago, when he

was thirteen years old. Trevor had been in a crisis unit at a residential treatment

centre. He had been in foster care when he entered the treatment centre, but the

foster care agency could not find a placement for Trevor. Kyle offered to take Trevor

into foster care on a temporary basis until the agency could find another placement.

What turned out to be a two month interim placement has become almost four

years! Even though there have been a lot of adjustments, when I asked Kyle how it

has been to be a foster parent, he answered enthusiastically, "Greafl"

Trevor lived on a reserve in central Manitoba. When Kyle became a foster

parent to Trevor he was told that Trevor had a developmental delay. Kyle said that
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both of Trevor's parents were also "developmentally delayed." Heather descríbed

his living conditions on the reserve, "Nobody paid attention to him...There was a lot

of neglect. He was being fed chocolate bars... He was very overweight." Heather

mentioned that he spoke cree when he lived on the reserve.

When I asked if Trevor feels like he's part of their family, Heather said that he

gets along very well with their five-year-old son. Kyle thinks that Trevor ,,goes

through difficulties wanting to be with his family, but knowing it's not a good thing,',

There has not been any regular contact with rrevor's family.

When Kyle became a foster parent to Trevor, he registered Trevor at a junior

high school for grade seven. The evaluations indicated that Trevor was at ,'Grade

One in writing and at the first percentile in other areas.,'

Heather and Kyle had moved recently, and Trevor is presently in a new high

school in a special needs area. When I asked how much contact they had with the

school, Heather answered, "The teacher cafls on a pretÇ regular basis. tf we have any

questions he's always free to talk. He's very communicatíve." Kyle reínforced that,

"We probably have contact with him at least once a week." At Trevor's former

school, Kyle said that it seemed fike most of the calls were because Trevor was in

trouble. Kyle talked about how the teachers at this high school will calljust to say

"Trevor had a good day." Kyle explained the program at the high school, ,,He,s more

into working, life skills... like learning how to shop... and they go out to work

experiences."

Heather described how the school is encouraging Trevor to learn to be

responsible, "They teach him how to use the bus. The work experience was Monday to
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Friday, 9:00 - 2.30'..1 think he feels more responsible." Heather mentioned that now

that Trevor feels comfortable taking the bus by himself, "He can take the bus

downtown, because he knows the route a little bit better." However Kyle said that

Trevor wilf spend all his money and then can not get home. Trevor does not seem

to realize, or care about, the time. Kyle and Heather have had to contact the police

a few times to look for him. Heather worries, "ls thís the time he'll be hurt?,,

When Kyle mentioned to Trevor that the social worker was coming to see how

Trevor was doing. Trevor asked. "Moving?" Kyle explained to him that even though he

made a mistake he's not going to move. Kyle relates that, "He went from placement to

placement to placement and when the heat,s on, you know...'something,s happening.

Crisis occurs and I move."' Kyle told Trevor, "We're not giving up on you íf that,s what

you think ís happening. Like, it just doesn't happen that easy."

Trevor's favorite activities include watching wresfling matches with Kyle,

listening to country music on the Aboriginal channel, and "takíng buses! That,s his

new hobby!"

I asked Heather and Kyle if Trevor identifíes with his Aboriginal culture. Heather

said that she has some Aboriginal heritage and that she tries to expose Trevor to his

native culture. She explains, "Just recently my mom has been teaching me, and l,ve

sort of been teaching Trevor...sweetgrass and smudge. I'd like to get him more

involved in pow wows. I was telling him that your Aboriginat culture is very beautiful,

and to embrace that."

The interview lasted for about ninety minutes. Both Heather and Kyle were

very honest and revealing about their relationship with Trevor, their experiences with
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the school system, and their personal growth on a journey of being foster parents to

a teenager with disabilities.

Mrs. Chen

When I went to the Chen family's home with the interpreter, we were greeted

at the door by three lively children. Mrs. Chen invited us in and we removed our

shoes' Mr' and Mrs. Chen live in an attractive suburban home in Wínnipeg with their

three children, twin nine year old girls, and Raymond, six years old. Raymond

proceeded to recite the months of the year from a calendar on the wall. Mrs. Chen

asked the children to go into the other room.

Mr' and Mrs. Chen emigrated from southern China about eleven years ago.

Mr' Chen's mother was already living in Winnipeg and they were accepted for a

family sponsorship. The parents speak cantonese in the home.

When Raymond was a year and a half, Mrs. Chen wondered, "Why could the

two girls talk at that time, but not my son?" She took him to the family doctor and he

was referred to a child specialist, who diagnosed Raymond with a cognitive

disability. Mrs. Chen found that the process took a long time. Raymond was now

two and a half years old. Mrs. Chen was able to receive support from a cultural

facilitator who helped her communicate with Raymond's day care and speech

therapist.

When I asked Mrs' Chen whether their culture played a role in the way they

viewed their son's disability, she replied, "lt was kind of embarrassing. Friends say, ,Oh,

why your son cannot talk?' lt was insulting." She told her friends, ',This is my son. I

give birth to my son. I love him and take care of him. No matter how he is. We accept
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him and we're helping him." Mrs. Chen felt that some people in her community would

act like Raymond's disability was ,,a joke.,'

I asked Mrs. Chen whether Raymond has difficulty expressing himself in

Cantonese as well as English, she said, "Before he could not speak Cantonese, too, but

with the help from the family he can speak it. Not just books, but writing, too."

Raymond is receiving support in kindergarten from a speech therapist and a

teaching assistant. Mrs. Chen has seen considerable progress, "l fínd progress made.

From day to day he can speak more and communicate with family and friends and

school. There is progress...Right now lcan really relax and be relieved about

Raymond. I know that lots of people help him out."

Mrs. Chen's expectations for Raymond are that he will "have good learning

behaviour, attitude, speaking, and communicating." Mrs. Chen was very pleased

with Raymond's teachers and the support from the school and disability support

group. However she expressed frustration at being unable to communicate with the

teachers on a day-to-day basis.

At the conclusion of the interview Mrs. Chen brought out Chinese tea and

spring rolls.
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Chapter 5

Findings

Both the ethnographic information as well as answers to the research questions

as reflected in the interview schedule, were used to describe each of the six families

that participated in this study concerning their cultural perspectives on family, culture,

attitudes towards disability, and home and school collaborations. The sample guide for

gathering family information was used mainly as a guideline for interviewing the six

families' in this study. The questions that were asked were sensitive to the families

needs and followed the issues that they were most interested in addressing. Not every

family was asked every question, and very often, responses to some questions led to

discussions of other questions. The findings that emerged from the data collection and

the process of interpretation resulted in five main themes that form the core of the

findings of this study. The five themes address the main research questions. ln

describing the participation of families of children with disabilities form culturally and

linguistically diverse backgrounds in their children's education, the importance of

knowing how cultural values and beliefs influence family relationships and attitudes

towards disability is recognized. Factors which affected the pafticipation of families in

their children's education were found to include language barriers and feelings of

cultural disrespect and disregard. lt was also discovered that all of the families

participated in their children's education with the schools. Another factor which affected

parental participation was their source of support networks.

In the first theme, the value of family from different cultural and linguistic

backgrounds is explored. The second theme is concerned with attitudes towards
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disability. Factors influencing parental participation and the fourth theme illustrates

participation in their children's education is examined as a third theme. The fourth

theme has to do with parental advocacy. The fifth theme in this study deals with the

families' sources of support.

In addition, I discovered that when a family is multicultural, or when the

parents of foster children come from different ethnic or cultural backgrounds,

understanding cultural values and beliefs is very complex.

The Value of Familv

Extended family relationships were important in all of the families. One family

relied on the grandparents for daycare, homework supervision, and to attend school

events. Two single mothers relied on family members to provide support and

encouragement.

As a single mother of four children, including a foster child from a different

ethno-cultural background, Ruth was firmly committed to developing her children's

knowledge of kinship. lt is important that Carley experience the meaning of family,

that she feels like "paft of the family." Ruth related that, "Everybody thinks that I am

her Mom."

Ruth, having emigrated from Uganda, perceived family relationships in

Canada to be at odds with her beliefs. Ruth described her attempts to bring Carley's

brother, who is also in foster care, to live with her so that they can grow up as brother

and sister.

Both the Lai family from Vietnam and Mr. and Mrs. chen from china

immigrated to Canada on a sponsorship program to be reunited with extended
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family ín Winnipeg. In both the Vietnamese and Chinese cultures, the family is

considered the basic unit of society and the central focus of the individual's life. This

family-centered orientation contrasts with the more western individualistic values of

independence, self-reliance, and competitiveness.

Sharlene depended on each of her parents for support with her children.

When she was struggling with stressful situations in her relationships, she moved

back to Winnipeg to live with her Mother. At the beginning of the first ínterview, she

indicated that her eldest son, Jordan, was staying at her mother's home for two

weeks." Jordan is on a time out from me...or I'm on a time out from him.,,

Sharlene disagreed with the school's "no-fail" policy for Jordan. She decided

to move back to her hometown to live with her father, "So me and my Dad worked

with him for a year, and he caught up to his grade level and everything.',

When Trevor asked Heather and Kyle, his foster parents, why he couldn't see

his family, Kyle said, "lt's not us that's keeping you from your family... it's family

problems, family issues that they have to work out and deal with." Heather assured

Trevor, "You're here right now, and that's what we're here for." Heather believes

that Trevor is "drawn" to her family. At a family barbecue, she "noticed him being

very comfortable and happy ..He does feel included in the family.,'

Florence and Lou are responsible for their grandson, Marcus, as well as his

siblings. They are involved in caring for their grandchildren while their daughter-in-

law is at work, as well as helping with homework, and in the decision-making

process for Marcus' education. In Aboriginal cultures, elders are highly respected

and play a particularly ímportant role in decision making and childcare. For
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example, Florence and Lou spend a considerable amount of time with their

grandchildren. Therefore when working with families who value and depend on the

role of extended family members, educators should attempt to involve their family

members in the decision making and intervention process.

Attitudes towards Disabilitv

Families may possess a variety of culturally based perspectives concerning

the etiology of their children's disabilities, and definite views about treatment.

When Ruth became a foster parent to Carley, Ruth knew that Carley had

been diagnosed with FAE. I asked Ruth how she felt when she listened to other

parents at a parent support group discuss their children, and she answered, "More

comfortable. I know what kind of kid I have." Ruth mentioned that Carley's doctor

would like to put Carley on medication for her behaviour. Ruth was quite reluctant.

"At the same time I think she doesn't need it, because I think she's doing okay. She

just needs attention."

With respect to disciplining Carley, Ruth explained, "She's the kind of kid you

can't send to the bedroom. Once I tried. She bumps her head and shakes the

whole house. So, that's her chair there. She sits over there, or she sits on my lap."

Sharlene explained that both Jordan and Nathan had ADHD and Nathan also

had congenital scoliosis. When I asked Sharlene about how she felt about the

diagnosis of ADHD, she said, "They say it's genetic. Some people try and say it,s

environmental, how you raise a child and stuff. lt does contribute." Like Ruth,

Sharlene was also opposed to medication for Nathan's behavior. She related that,

"They would like to put him on medication right now, but I said, I told the doctor I'm
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aga¡nst it'till we deal with his medical. I said if I have to put up with it the school

can. l'll work with the school to help them find other ways to teach him." Both Ruth

and Sharlene were opposed to medication being prescribed for their children. Both

mothers felt that there were other strategies that could be used to decrease negative

behaviour.

Cam and Tanh Lai began having problems with standing and walking while

they were living in Vietnam Mr and Mrs. Lai took them for traditional Asian health

care practices, such as exercise, acupuncture and nutritional practices. Mr. and

Mrs. Lai were hoping to obtain a medical diagnosis from Canadian doctors. The

interpreter conveyed that, "They will try treatment and medication," which indicates

that they are willing to utilize a pluralistic system of care that blends traditional

medicine with Western medicine.

When I asked Mrs. Chen how her culture views disability, she revealed, non-

acceptance of her son's disability by the Chinese community. I questioned whether

the Chinese community suppoded the family now, and Mrs. Chen said that some

people in the community treat Raymond's disability like "a joke" and they tease him.

Mrs. Chen feels very hurt, but she tolerates their behaviour because she doesn't

want to disgrace her family's reputation Families that believe that having a child

with a disability reflects negatively on the family, may try to keep the child hidden

from others outside the family. How the family perceives acceptance by their own

culture could contribute to a mismatch between the school and the family.

Educators need to become aware of an sensitive to parents' beliefs about the
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causes of their child's disabilities and adjust services to address the family's views

when appropriate.

Factors lnfluencinq Parental Participation

In this study, I found that all six of the families wanted to be involved in their

children's education. Parental participation took various forms, including monitoring

of homework, attending parent-teacher conferences, phone calls, and informal

meetings with teachers. However, some families reported that there were

challenges that may have discouraged or prevented them from being more involved.

In this study, there were two major factors that interfered with parental participation:

a) language barriers, and b) feelings of cultural disrespect or disregard.

Lanquaqe Barriers. Language barriers were particularly influential in

determining the amount of involvement each of the famities had with the schools.

Even when families have an interpreter, translations were not accurate with respect

to the terms and procedures related to special education services.

Mrs. Chen expressed her feelings that language discouraged her from

communicating with Raymond's teachers on a daily basis. Mrs. Chen revealed

(through the interpreter) that, "Every time she's at school the teacher welcomes her.

She is really friendly and nice. She's really, really happy. But, she's just worried.

Herself, 'How I could communicate? | want to talk,' but she say'How are you?'

'Good thanks.' 'Fine or something like that."'

Limited English language proficiency also influenced Mrs. Chen's ability to

actively participate at parent-teacher meetings. An interpreter attends the meetings

with Mr. and Mrs. Chen.
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Cam and Tanh Lai, from Vietnam, said that they learned English in school,

but they still have difficulty comprehending and expressing themselves in English.

Their parents speak only Vietnamese. When there were parent-teacher meetings,

Mrs. Lai's brother accompanied them to interpret. It is difficult for family members to

be placed in the role of interpreting for their families, because of personal concerns,

and also because interpreters need specific training to be knowledgeable about the

special education service system.

Language also may contribute to difficulties in understanding special

education terminology and practices. Sharlene explained that Nathan's teacher

talked about including him in an "enrichment program." Sharlene responds, "Well,

'enrichment' can mean anything to me." Sharlene asked the family educator to

attend the meeting with her, so that he could explain the program.

Feelinqs of Cultural Disrespect and Disreqard. Another barrier to promoting

effective home-school parlnerships with parents from culturally diverse

backgrounds, was the lack of sensitivity to cultural ditferences. This may result from

either a reluctance to accommodate cultural differences or a lack of knowledge.

Sharlene felt that school personnel had been "quite condescending" and that

"maybe it's cultural." She started questioning "attitudes towards me I didn't like.

One time they asked me what grade level that I completed in school, and I'm

thinking 'This has nothing to do with the kids' academic ability'."

Sharlene also felt that her concerns about her children's learning and

behaviour were dismissed by the professionals. She felt like she was "getting shut

out by the school." When she decided to talk to someone at the school board to
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express her concerns, the principal said to her at the next meeting. "lf you feel

there's a need to talk to someone, you don't have to go to the school board. you've

got us here." sharlene replied, "l've been trying to talk to you, and you haven't

listened. You haven't worked with me " Sharlene also felt a need for the school to

demonstrate greater flexibility in scheduling meetings and conferences. Sharlene

also would appreciate if accommodations for her sons' behavior could be more

sensitive and understanding of their disabilities. Instead of being suspended from

the school lunch program, the staff at the school could have worked with Sharlene to

find approaches that would be more effective.

Florence and Lou, Marcus' grandparents, sensed that their opinions were not

accorded equal status to that of the teachers. They felt very alienated from Marcus'

school. Lou said that the teachers "don't want us there. They don't want'me'

there." They have been very involved in trying to discover what kind of learning

problems Marcus has, but their requests for a meeting and an evaluation have been

ignored. lt is important to realize that in many Aboriginal families, grandparents may

act as service coordinators for the child in obtaining educational services (Lynch &

Hanson, 2002: Okagaki & Diamond, 2000).

Parental Participation and Advocacv

All of the families were participatory in terms of homework and behavioral

concerns identified by teachers as well as attending meetings with their children's

teachers. Every family expressed belief in the varue of education.

Heather and Kyle were very appreciative of the efforts made by Trevor's

school to keep in contact. Heather said, "The teacher calls on a pretty regular basis.
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lf we have any questions he's always free to talk, He's very communicative." Kyle

agreed, "We probably have contact with him at least once a week."

Mrs. Chen also was very satisfied with Raymond's kindergarten program.

The interpreter said, "They find the kindergarten a very good system. The teacher,

the worker help and watch closely...and the attitude was really nice and supportive."

Ruth ís planning on being involved in Carley's transition from day care to

kindergarten. She said that the school knew that Carley would be attending in the

fall and that she would have a teaching assistant. When I asked Ruth if she would

be involved in meetings for Carley, she answered, "Yes." We discussed the fact that

Carley would have an individual program at school and Ruth indicated she wanted

to be included in the plan.

Sharlene is actively involved with her children's education and school. When

Nathan's doctor suggested putting hirn on medication, she said, "lf I have to put up

with it the school can. I'll work with the school to help them find other ways to teach

him."

Sharlene sought assistance that addressed the issues that she had

identified. She consulted a family educator to help her and her two older sons,

Jordan and Nathan, understand the meaning and implications of ADHD. They are

learning strategies to manage their behaviour. When Sharlene felt that Jordan and

Nathan were being discriminated against, she "gathered a whole bunch of posters of

Native culture, and, gave them to Jordan and Nathan to distribute through the

school." Sharlene went to the school board so that she could understand how the
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schools receive funding for special education services when she advocated for an

instructional assistant for Nathan.

Florence and Lou also were very committed to advocating for their grandson,

Marcus. They felt an overwhelming sense of powerlessness when their efforts to

participate at the school were rejected. Lou felt that he needed an interventionist to

provide advocacy. He said to me, "See, I gotta get somebody that's educated, See

like, if you would be with him."

By using a family educator to help her understand her sons' disabilities and

learning problems, Sharlene was proactive in advocating for her children. She also

tried to access information concerning tests and funding, so that she would have

more knowledge when requesting supporl from the school.

When describing their attempts to determine their grandson's learning

disabilities, Florence and Lou suggested that they would benefit from someone who

had more knowledge and expertise to advocate for Marcus.

It was noted that both the Lai family and the Chen family, families from non-

English language backgrounds, are reluctant to interact with school personnel

because they feel that they lack the necessary skills to communicate. Most schools

do not have professionals who are bilingual, and can communicate with parents in

their native language. Interpreters can help to serve as liaisons for facilitating

communication between families who speak other languages and English-speaking

professionals. These language differences may be even more complicated by

difficulties in understanding special education terminology and practices.

Sources of Support
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Families of children with disabilities adjust to the presence of a child with a

disability within their family at the same time as they cope with the same pressures

that every family faces in Canadian society. From the interviews with the families in

the study, it was discovered that all six families relied on interpersonal support

systems to help them with their children with disabilities. These suppotts included

spouses, extended family, cultural associations, parent support groups, ethno-

cultural agencies, foster care agencies, and the police.

When I asked Ruth where she goes for help with Carley she answered that

she attends a parent support group. Ruth is involved in a community in Winnipeg

"from Uganda and other African countries." She also has regular contact with the

social worker from the foster care egency. Ruth has a desire to understand Carley's

disabilities and has completed courses on fetal alcohol syndrome. At the end of the

second interview, Ruth asked if I would let her know if there were courses in the

Faculty of Education that she could take concerning children with disabilities.

Both the Lai family from Vietnam and Mr. and Mrs. Chen from China

contacted an ethno-cultural program to receive assistance in gaining access to

services in Winnipeg. Both families also required the services of qualified

interpreters, not only to translate form one language to another, but also to serve as

a liaison or cultural mediator between two cultures. The Lai family and the Chen

family both relied on support from extended family members and cultural

associations.

Sharlene had been proactive in accessing support for herself and her

children. As a single mother in need of support, she requested the assistance of a
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family services program that provided child care, family support, and household

help. She also was involved in improving her skills as a parent and has taken

courses on parenting young children and teenagers. Aware of her own needs, she

has participated in an anger management course and a course on women's healing

with an ethno-cultural program. After learning about the diagnosis of ADHD,

Sharlene gained the support of a "family educator" to "find out what ADHD is."

Sharlene has relied on support and assistance from many sources that have

enabled her to become confident in her role as an advocate for her children.

Becoming foster parents to a teenager with disabilities has enabled Heather

and Kyle to develop their capabilities to meet many challenges. They have relied on

each other to provide support and encouragement in their journey as foster parents.

They also have the support of extended family members who have accepted Trevor

as part of their family. Heather and Kyle have contacted Trevor's teachers on a

regular basis, and the socíal worker from the foster care agency also was involved.

Heather and Kyle also relied on support from the police, when Trevor was long

overdue. Kyle stated, "The police are actually very good. ,very, supportive.

Because like 'sorry about getting you involved' and it's like, ,No, no, no, call us.

That's what we're here for.' And the first time, like, 'The police are coming,' but after

they left it was great. Then the second time was much easier. Then the third time

was like, "'oh, it's me again! can you pick up Trevor's file on the way'?"

Florence and Lou, who provide the support for their children and

grandchildren, look after their grandchildren while their mother is at work, help with

homework supervision, and attend school meetings and events. Florence contacted
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an ethno-cultural program to request assistance because, "they needed someone to

talk to about their grandson."

An important factor which affects the participation of families of children with

disabilities from culturally and linguistically diverse backgrounds is the availability of

support networks. The famílies in this study relied on suppoñs which included family

members, as well as disability and ethno-cultural support groups. The support

received from these networks helped the families with coping strategies and seeking

information about their children's disabilities. Talking about their needs and

recognizing issues they all shared as families of children with disabilities from

diverse cultures, empowered the families to be better equipped to advocate for their

children.
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Chapter 6

Conclusion

In this study, I described the participation of six families of children with

disabilities from culturally and linguistically diverse backgrounds in their children's

education, and identified factors which affected their participation in their children's

education. In this chapter, the major findings of the study are summarized, as well as

the interpretations from the literature review that support these findings. Based on the

findings, lpropose strategies to increase the involvement of families of children with

disabilities from culturally and linguistically divine backgrounds, in the home-school

partnership. I also present the limitations of the study and explore implications for

teacher education and further research regarding family involvement in collaborative

partnerships.

Summarv of Findinqs

The first and possibly most important step in developing reciprocal relationships

with families from diverse cultural and linguistic backgrounds is exploring our own

culture, values, and beliefs Harry, Kalyanpur & Day, 1999; Thorp, 1997). To better

understand the different stories of reality of the children and families with whom we

interact, it is important that we know our own story of reality (Thorp, 1997).

When I first began researching my thesis topic, "Establishing Partnerships

with Families of Children with Disabilities form Culturally and Linguistically Diverse

Backgrounds", I realized that this topic incorporated many different issues. To have

a better understanding of the Canadian culture, I researched areas on

multiculturalism and Manitoba's spec¡al education policy on inclusion. I examined
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the historical perspectives of parent involvement. I investigated home and school

collaboration, and factors which influence parental participation in their children's

inclusive education. I also explored my ancestral background and how my

assumptions, beliefs and prejudices might impact on the relationship with the

families. By researching these various topics and considering my personal

exploration, I recognized the central role of culture in our lives and its importance in

the lives of the families I interviewed.

To conduct this study, I also became a "cultural researcher" (Thorp, 1997). I

studied the historical backgrounds, as well as current events that may have affected

the families in this study. I also tried to research the belief systems within the

particular ethnic communities to determine what values, ceremonies, or symbols

were important to each culture.

I consulted with either the cultural mediator or interpreter before the interviews to

review the sample guide for gathering famíly information. We discussed the families'

preferences related to sharing information and the questions' relevance and

intrusiveness. The cultural mediators also assisted me in knowing how to address

family members, and how to ask questions.

Throughout the ethnographic interviews I tried to learn each family's story. By

listening to the families, I discovered who were the members of the family and

whether the family members all lived in the same household. I found out their

reasons for immigrating and what language was spoken at home, I asked about

their experiences with disability and their cultural views on disability. I found out how

families access resources in their own communities and their beliefs about askino
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for assistance. | ídentified factors that have encouraged them to participate in their

children's' education, as well as factors that have discouraged them from

participating. I also became aware of the families' sources of supporl. I listened to

each family as they answered questions and told their own story. I was interested in

their knowledge and experiences, and in learning from them.

Historically, special education has been approached as student-centered and

teacher-directed. The role of families within the education process has been

awarded varying degrees of emphasis. The family systems theory promotes the

importance of understanding varíous aspects of the family in order to effectively

meet the needs of both the child and the family. Another theory by Bronfenbrenner

(Fine, 1995), the ecological theory, places the family within its own rnicrosystem,

interacting with many other systems. In order to work effectively with the family, it is

important to understand the influence of other systems and the child and family.

The systems-ecological perspective of Fine (1995) combined these two theories, an

approach which facilitates the process of collaborative decision-making between the

family and school. This study recognized the value of this theory when working with

families of children with disabilities from diverse cultures. For example, when Mrs.

Chen expressed her feelings of isolation from the Chinese community on account of

her son's disability, this illustrated both Bronfenbrenner's model of ecological theory,

and Fine's ecosystemic perspective of examining the family's connectedness to

community or exosystem. A systemic view also encourages the exploration of the

nature of the family's support network, including extended family. For example, in

some Aboriginal families the responsibility for childcare extends beyond the parents,
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to grandparents or other extended family, like Florence and Lou, who were very

involved in the educational decisions concerning their grandson, Marcus.

Ïhe fíndings which emerged from the data indicated five major themes: (a)

the value of family, (b) attitudes towards disability, (c) factors influencing parentat

participation, (d) parental participation and advocacy, and (e) sources of support.

The families in this study came from diverse cultural and linguistic backgrounds and

their children had various types of disabilities. However, all of the families were

supportive of their children's education programs and advocated for their children.

Strateqies to Facilitate Home-School Partnershios

Based on the interpretations of the data, as well as suggestions by Thorp, 1997;

Kalyanpur and Harry (1999) and Lynch and Hanson (2002), I propose the following

guidelines to increase involvement in the home-school partnerships of the families with

children with disabilities from culturally and linguistically diverse backgrounds.

1. Educators need to explore their own cultural experiences, values and

attitudes. Cultural self-awareness occurs by exploring your own heritage, including

country of origin, reasons for immigration, and language. Religion, education,

political tendencies, photographs, books, and oral narratives through the recollection

of parents and grandparents all reveal clues to your family's past. All cultures have

"built-in biases" (Lynch & Hansen,2002) and only by examÍning our own values,

beliefs, and customs is it possible to become truly sensitive to someone else's

culture. For example, when Sharlene díscussed her feelings that the educators at

her son's school were discriminating against Jordan and Nathan because of their
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ancestry, it reinforced the notion of "buried stereotypes" ín the study by Silver,

Mallett, Greene and Simard (2002).

2. Educators need to learn as much as possible from families about their

cultural experiences, values, and attitudes. By becoming a "cultural researcher"

(Thorp, 1997) through reading, ínteraction and involvement, it is possible to learn

about the feelings, beliefs, and practices of others. Participating in the community

and learning the language of another culture also are ways of increasing cross-

cultural understanding. For example, educators need to attend to family structures

that do not reflect Canadian norms. In particular, they need to expand the parent-

school partnership to a family-school partnership that allows for participation of

grandparents, aunts, uncles, elders, and advocates at the discretion of the parents.

3. One of the most important steps in developing collaborative partnerships is

building an atmosphere of trust and respect. As educators come to respect the

beliefs and values of the family, they become able to communicate their efforts in

areas that can help facilitate the collaborative relationship (Harry, Kalyanpur & Day,

1999). Kalyanpur and Harry (1999) suggested that educators adopt a "posture of

cultural reciprocity" in which educators engage in discussions with families regarding

culture values and practices, acknowledging differences, and developing a reflective

practice that will lead to effective parent-professional partnerships. Families should

be included in decisions affecting their children on both ethical and professional

grounds, and because family members provide valuable information on the nature of

the student's difficulties. For example, educators need to attend to the negative

attitudes some families' experience within their cultural community. ln addition,
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special educators may need to expand their horizon of treatment options to include

complimentary therapies derived from oriental medicine, such as acupuncture, and

Aboriginal healing traditions A distrust of western medicines for conditions such as

ADHD may mean that special educators and clinicians need to provide more

information to families so they can make informed choices.

4. Educators need to listen, as well as to talk and avoid using "jargon" in an

attempt to maintain clarity in the sharing of information. Educators can help families

become involved in the information-sharing process by asking parents questions

that encourage them to respond, exploring problems associated with test results,

offering several recommendations as options to a situation, encouraging parents to

include extended family or community members who can help with the interaction

and arranging for an interpreter who is culturally sensitive. For example, inclusive

special education handbooks, with a glossary of terms and clear descriptions of

possible provisions and family participation in decision-making, in the first language

of the families, might help overcome the problem of limited proficiency in English.

Furthermore, a family advocate-interpreter-educator, provided through disability,

advocacy, and ethno-cultural organizations, might help mediate and ameliorate the

family-school paftnership Dr. Wolf Wolfensberger, a psychologist and educator at

Syracuse University believed that people in institutional care needed independent

representation by people in the community to advocate for them. This idea of citizen

advocacy could be extended to supporl families of children with disabilities from

diverse cultures.
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Limitations of Studv

There are limitations to this study that should be acknowledged when interpreting

the findings. The naturalistic research context presented me with particular challenges

related to bias and research effects. The ethnographer's own bias and beliefs have to

be constantly analyzed and verified against the data as they emerge. ln attempting to

understand the family's culture, I had to be conscientious to maintain perspective, as

well as to establish familiarity and empathy.

Another concern is that this study was limited by having only one researcher

to read, code, and interpret the data. An independent evaluator might have helped

to identify themes more objectively.

A further concern is that certain aspects of the sampling process suggest that

the study focused on families who shared definite characteristics and may not be

representative of the general population of families of children with disabilities form

diverse cultures. The families in this study had voluntarily accessed the suppod and

services of disability support groups or ethno-cultural groups. However, the purpose

of this study was to offer an understanding and appreciation of cultural and linguistic

differences and the process of parental participation.

ldeally, establishing relationships with families of children with disabilities from

diverse cultural backgrounds occurs in the context of an ongoing relationship, and

not as paft of one or two interviews that may have felt formal and unfamiliar. The

cultural learning process should be reciprocal, one in which families feel that they

have many oppoftunities to share their experiences and also to learn from educators

(Thorp, 1997).
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lmplications

Teacher,education programs in special education need to assume the initiative in

preparing educators to develop family-appropriate and culturally-appropriate

partnerships to benefit children with disabilities. A course focusing on family-

professional partnerships would provide preservice teachers in special education with

both the knowledge regarding best practices and the skills to actively include the

families in the educational process. Theories and research that support family-centered

practices should be explored. To increase understanding of family perspectives, the

effects of a child with a disability on the family should be studied in the framework of

family systems theory, and Fine's ecosystemic perspective (Fine 1995). For inclusive

special educators already in the field, professional development opportunities should be

designed to meet the needs of these teachers. Students should have opportunities to

understand and practice those competencies necessary for developing and maintaining

effective fami ly-school partners h ips.

Teacher preparation programs in special education should also be required to

include coursework in the study of cross-cultural practices relating to families and

disabilities. The course should be presented with a practical emphasis that requires

students to explore their own perspectives and how their assumptions, beliefs, and

prejudices influence their work with families of children with disabilities. Educators

also need to develop culturally appropriate observation and interview skills.

This study has significant implications for future research. One important

implication Ís the potential of qualitative methods to gain sensitive information about

a variety of family systems. Educators need to identify factors that families and
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profess¡onals consider important in building positive partnerships. lt is important for

educators to find out the families' preferences for the ways in which they wish to be

involved in their children's education. A home-school partnership is enhanced when

the family members are involved in developing a family involvement plan, and rather

than when they are treated only as passive recipients of a school plan.

Understanding parent's perspectives and goals for their children, and ways in which

the families are similar to, and different from, our own provides the basis for working

together. Asking parents how we can complement their efforls, supporls this type of

partnership.

This study also has implications that demonstrate that inclusive special

education practices in Manitoba need further clarification to ensure that all students

with disabilities receive "appropriate educational programming" (Government of

Manitoba, April 30, 2003).

This research also has implications for helping parents to participate as

effective partners by providing parent education and awareness training programs

that would empower parents. Parent training models that are based on a group

counseling and support model, as opposed to a teaching model, may be more

culturally relevant. This model allows families to share experiences within their own

cultural context. Researchers should invite school districts to nominate teams

interested in implementing improved models of professional practice as they relate

to the family-school partnership for children with disabilities from culturally and

linguistically diverse backgrounds.
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Better communication and joint problem-solving lead to greater consistency

between families and professionals. The concept of "partnerships" acknowledges

that both families and schools are required to educate children for their role in

society. Partnerships with families of children with disabilities from culturally and

linguistically diverse backgrounds make it possible that ideas and resources will be

shared to increase all students' chances for success.



BO

References

Agai, M. (1987). Speakino of Ethnoqraphv. Beverly Hills: Sage Publications,

lnc.

Al-Hassan, s. & Gardner lll, R. (2002). Involving immigrant parents of

students with disabilities in the educational process. Teachinq Exceptional Children.

P. 52-58.

Alper, S. (1994). "lntroductions and Backgrounds: The Role of Parents" in S.

Alper, P. Schloss and C. Schloss (Eds ), Families of Students with Disabilities -
Consultation and Advocacv Boston: Allyn and Bacon.

Alper, s. K., schloss, P. J., & schloss, c. N. (1994). Famiriesof students

with disabilities: Consultation and advocacv. Boston: Allyn and Bacon.

Banks, J. A. (2001) Multicultural Education: Characteristics and Goals. ln

J. A. Banks and C, A. McGee Banks (Eds.) Multicultural Education: lssues and

Perspectives (4th ed.) New York: John Wiley & Sons, pp. 3-30.

Banks, J.4., and Banks, c. A. McGee. (Eds.). (2001). Murticurtural

Education: lssues and Perspectives (4th ed.). New york: John wiley & sons.

Beverly, C. & Thomas, S. (1999). Family Assessment and Collaboration

Building: conjoined processes. International Journal of Disabilitv. Development and

Education. pp. 179-197.

Blum, E. (personal communication, September 1g,Z0O2).

British Columbia Ministry of Education. (2001). Diversitv in BC schools. A

framework.



81

Bui, y. & Turnbull, A (2003). East meets west: Analysis of person-centered

planning in the context of Asian American values. Education and Traininq in

Developmental Disabilities pp. 18-31.

CBC-TV News in Review. (1992). Canada Now: A Diverse Landscape.

Craig, S., Hull, K., Haggart, A. G., & Perez-Selles, M. (2000). Promoting

cultural competence through teacher assistance teams. Teachinq Exceptional

Children, pp. 6-12.

Davern, L. (1999). Parents'perspectives on personal attitudes and

characteristics in inclusive school settings: lmplications for teacher preparation

programs. Teacher Education and Special Education, pp. 165-182.

Dean, A. V., Salend, S., J., & Taylor, L. (1993). Multicultural education: A

challenge for special educators. Teachinq Exceptional Children, pp. 40-43.

Dworet, D. & Bennett, S. (2002). A view from the north-special education in

Canada. Teachinq Exceptional Children pp. 22-27.

Education Law Reporter. (1998). Special education since Eaton: The fight

for segregated and integrated programs, pp. 13-16.

Fadiman, a. (1997). The Spirit Catches You and You Fall Down: A Hmona

Child, Her American Doctors, and the Collision of Two Cultures. New York: Farrar,

Straus and Giroux.

Fine, M. (1995). Family-School Intervention. ln R. Mikesell, D. Lusterman &

S.M. Daniel (Eds.), ! -Ha k of Familv Psvcholo

and Svstems Theorv.

Association.

(pp. 481-495). Washington, D.C.: American Psychological



82

Fine, M. & Gardner, A. (1994). Collaborative Consultation with Families of

Children with Special Needs: Why Bother? Journal of Educational and

Psychological Consultation. pp. 283-308.

Fine, M. & Holt, P. (1983). Interveninq with School Problems: Afamilv

Svstems Perspective. Psychology in the Schools. pp. 59-66.

Fowler, J., & Hooper, H. (1998). ESL Learnerswith Special Needs in British

Columbia: ldentification, Assessment, and Programminq. The British Columbia

Ministry of Education, Skills, and Training.

Freeze, D. R., Bravi, G., & Rampaul, W. (1990). Special Education in

Manitoba A Consultative-Collaborative Service Delivery Model. in Csapo M. &

Goguen, L. (Eds,) Special Education Across Canada - lssues and Concerns for the

'90s Vancouver Centre for Human Development and Research.

Friend, M., Bursuck, W., & Hutchinson, N. (1998). Includinq exceptional

students - A practical quide for classroom teachers, (Can. ed.). Scarborough,

Ontario: Prentice-Hall Canada lnc.

Friend, M., & Cook, L. (1996). Interactions: Collaboration skills for school

professionals (2nd ed.). New York: Longman Publishers, U.S.A.

Garcia, S. 8., & Malkin, D. H. (1993). Toward defining programs and

services for culturally and linguistically diverse learners in special education.

Teachinq Exceptional Children, pp. 52-58.

Garman, A. (1997) Muslim/Arab experiences in the Canadian school

system. Multicultural Education Journal. p. 16-27.



83

Garrett, M.T.; Bellon-Harn, M.; Torres-Rivera, E.; Garrett, J. & Roberts, L.

(2003). Open Hands; Open Heads: Working with Native Youth in the Schools.

lntervention in School and Clinic. pp. 225-235.

Gersten, R., Brengelman, S. & Jiménez, R. (1994). Effective instruction for

culturally and linguistically diverse students. A reconceptualization. Focus on

Exceptional Children, pp. 1-16.

Giordano, J., & Carini-Giordano, M. (1995). Ethnic Dimensions in Family

Treatment. In R. Mikesell, D. Lusterman, & S. McDaniel (Eds.), Inteqratinq Family

Ïherapv - Handbook of Famil)¡ Psvcholoqv and Svstems Theorv (pp. 347-356).

Washington, D.C.. American Psychological Association.

Government of Canada (2002). Your quide to the Canadian charter of riohts

and freedoms, special edition. (Catalogue No. J2-18512002). Minister of Public

Works and Government Services Canada.

Government of Manitoba. lmmigration and multicurturarism. Multiculturalism

in Manitoba.

Government of Manitoba. (2003). Proposed legislation introduced to ensure

access to education for special needs children. News Media Services.

wvln^/.gov.mb.ca

Hanson, M. J., Lynch, E. w., &wayman K. l. (1990). Honouringthecultural

diversity of families when gathering data. Topics in Early Childhood Special

Education, pp 112-131

Harry, B. (1996). These families, those families. The impact of researcher

identities on the research act. Exceptional Children. pp. 2g2-300.



84

Harry, B. (1997) Leaning fonvard or bending over backwards: Cultural

reciprocity in working with families. Journal of Earlv lntervention. pp. 62-72.

Harry, B. (2002). Trends and issues in serving culturally diverse families of

children with disabilities. The Journal of Special Education. pp 131-138, 147.

Harry, 8., Allen, N., & McClaughlin, M. (1995). Communication versus

compliance: African-American parents' involvement in special education.

Exceptional Children, pp. 36a-377 .

Harry,8., Kalyanpur, M. & Day M. (1999). Building cultural reciprocitvwith

families: Case studies in special education. Baltimore: Brookes Publishing.

Harry,8., Torguson, C., Katkavich, J. &Guerrero, M. (1993). Crossing social

class and cultural barriers in working with families: lmplications for teacher training.

Teachinq Exceptional Children, pp. 4B-51.

Huntsinger, C.; Huntsinger, P.; Ching, W. & Lee, C. (2000). Understanding

cultural contexts foster sensitive caregiving of Chinese American children. Younq

Children. pp. 7-15.

Jairrels, V. (1999). Cultural diversity: lmplications for collaboration.

Interventino in School and Clinic. pp. 236-238

Jordan, L., Reyes-Blanes, M. E., Peel, B.8., Peel, H. A., & Lane, H. B.

(1998). Developing teacher-parent parlnerships across cultures: Effective parent

conferences. lnterventions in School and Clinic, pp. 141-147.

Kalyanpur, M. & Harry, B. (1999). Culture in special education: Buildinq

reciorocal familv-professional relationships. U.S.A. Brookes Publishing.



85

Kalyanpur, M., Harry, 8., & Skrtic, T. (2000). Equity and advocacy

expectations of culturally diverse families' participation in special education.

Educational Journal of Disabilitv, Development and Education. pp. 1 1g-136.

Kieu, T. & Huu Chau, N. (2000). Education in Vietnam. Journal of Southeast

Asian Education . pp. 219-241.

Knight, D. &Wadsworth, D. (1999). lsthedevelopmentof family/school

partnerships promoted in the nation's special education teacher preparation

programs? Contemporary Education, pp. 22-28.

Kurtz-Costes, B. & Pungello, E. P. (2000). Acculturation and immigrant

children: lmplications for educators. Social Education, pp. 121-125.

Lambie, R. (2000). Working with families of at-risk and special needs

students: A systems change model. Focus on Exceptional children, pp. 1-22.

Lamorey, S. (2002). The Effects of Culture on Special Education Seruice.

Teaching Exceptional Children . p. 67-71.

Lee, G. & Lee Manning, M. (2001). Working with Asian Parents and

Families. Multicultural Education. pp. 23-25.

Lynch, E. & Hanson, M. (2002) Developino cross-cultural competence: A

guide for workino with children and their families, (2nd ed.). Baltimore, Maryland:

Paul H. Brookes Publishing Co.

Manitoba Education and Training. (1998). Individual Education Planninq: A

Handbook for developino and lmplementinq l.E.P.s. Earlv to senior Years.

Winnipeg, Manitoba.



AA

Manitoba Education and Training. (1992), Multicultural education: A policv

forthe 1990s. Winnipeg, Manitoba.

Manitoba Education and Training. (1995). Renewinq education: New

directions-parents and schools partners in education. Winnipeg, Manitoba.

Manitoba Education and Training. (1998). The Manitoba Special Education

Review. Winnipeg, Manitoba.

Manitoba Education, Training and Youth. (2001). Schools in Manitoba.

Manitoba Education, Training and Youth. (2001). Supportino Inclusive

Schools: A Handbook for student services. winnipeg, Manitoba.

Marion, R. L. (1980). Communicating with parents of culturally diverse

children. Exceptional Children. pp. 616-023.

Mathews, R. (2000). Cultural Patterns of South Asian and Southeast Asian

Americans. Intervention in School and Clinic. pp. 101-104.

Misra, A. (1994). Partnership with multicultural famities in Alper, S. K.,

Schloss, P. J. & Schloss, C. N. (Ed ). Families of Students with Disabilities:

Consultation and Advocacv. Boston, Allyn and Bacon.

Noel, J. R. (1995). Multicultural teachereducation: From awareness throuoh

emotions to action. Journal of Teacher Education, pp.267-273.

Obiakor, F. E. (2001). Multicultural education: Powerfut tool for preparing

future general and special educators. Teacher Education and Special Education,

pp.241-255.



x/

Okagaki, L. & Diamond, K. (2000). Responding to cultural and linguistic

differences in the beliefs and practices of families with young children. Younq

Children. pp. 74-80.

O'Shea, D. J., O'Shea, L. J., Algozzine, R., & Hammitte, D. J. (2001). Familv

and teachers of individuals with disabilities: Collaborative orientations and

responsive practices. Boston: Allyn and Bacon.

Pang, V.O. & Evans, R. W. (1995). Caring for Asian Pacific American

Students in the Social Studies Classroom. Social Studies and the Younq Learner.

pp. 11-14.

Parette, H. P. & Petch-Hogan, B. (2000). Approaching families: Facilitating

culturally/linguistically diverse family involvement. Teachinq Exceptional Children,

pp. 4-10.

Pinkham School. (1999). Winnipeg School Division Inner City District.

wvnv.wsd. 1 . org/pin kham/aboutus. htm.

Pugach, M. C. & Seidl, B. L. (1996). Deconstructing the diversity-disability

connection. Contemporarv Education. pp. 5-8.

Rock, M. (2000). Parents as equal paftners: Balancing the scales in IEP

Development. Teachinq Exceptional Children. pp. 30-37.

Salend, S. & Rohena, E. (2003). Students with attention deficit disorders: An

overview. Intervention in School and Clinic. pp. 259-266.

Salend, S. J. & Taylor, L. (1993). Working with families: A cross-cultural

perspective. Remedial and Special Education, pp. 25-32, 39.



BB

Samaras, A. P. & Wilson, J. C. Am I invited? Perspectives of family

involvement with technology in inner-city schools. Urban Education, pp. 499-530.

Sileo, T. W., Sileo, A. P., & Prater, M. A. (1996). Parent and professional

paftnerships in special education: Multicultural considerations. Intervention in

School and Clinic. pp. 145-153.

Silver, J., Mallet, K., Greene, J. & Simard, F. (2002). Aborioinal Students in

Winnipeq Inner Citv Hioh Schools. Winnipeg Inner-City Research Alliance.

Skaggs, M. C. (2001). Facing the Facts: Overrepresentation of Culturally

and Linguistically Diverse Students in Special Education. Multicultural Education.

pp.42-43.

Sontag, J., & Schacht, R. (1994). An Ethnic Comparison of Parent

participation and Information Needs in Early Intervention. Exceptional Children. pp.

422-433.

Tavares, T. (Personal Communication, November 20, 2002).

Thorp, E. K. (1997). lncreasing opportunities for partnership with culturally

and linguistically diverse families. Intervention in School and Clinic, pp. 261 -269

Thousand, J. S., Villa, R.4., Paolucci-Whitcomb, P., & Nevin, A. (1996). A

rationale and vision for collaborative consultation in Stainback, W. & Stainback, S.

(Eds.). Controversial lssues Confrontino Special Education (2'd ed.). Boston Allyn

and Bacon.

Torres-Velásquez, D. (2000). Sociocultural theory: Standing at the

crossroads. Remedial and Special Education, pp. 66-69.



89

Turnbull, 4., Blue-Banning, M., Turbiville, V., & Park, J. (2000). From parent

Education to Partnership Education: A Call for a Transformed Focus. Topics in

Earlv Childhood Education. pp. 164-172.

ïurnbull, A. P. & Turnbull, H. R. (1990). Families. professionals. and

exceptionalitv: A special partnership, (2nd ed.). Columbus, Ohio: Merrill Publishing

Company.

Turnbull, A. P. & Turnbull, H. R. (2001). Families professionals and

exceptionalitv: Collaboratino for empowerment, (4th ed.). Columbus, Ohio Merrill

Publishing Company.

Utley, C.4., Delquadri, J. C., Obiakor, T. E. & Mims, V. A. (2000). General

and special educators' perceptions of teaching strategies for multicultural students.

Teacher Education and Special Education. pp. 34-50.

Valle, J. W. & Aponte, E. (2002). IDEA and Collaboration: A Bakhtinian

Perspective on Parent and Professional Discourse. Journaf of Learninq Disabilities.

pp. 469-479.

Van Walleghem, J. (personal communication, September 23,2O0Z).

Voltz, D. L. (1994). Developing collaborative parent teacher relationships

with culturally diverse parents. lntervention in School and Clinic, pp.288-291.

Voltz, D. L., Dooley, E., & Jeffries, P. C (1999). Preparing special educators

for cultural diversity: How far have we come? Teacher Education and Special

Education, pp. 66-77.

Ward, J. (2002, January 23). Hey, watch where you point that boot sole!

Winnipeq Free Press. p. 31.



90

Appendix A: Sample Guide for Gathering Family Information

The interviews will be guided by questions to determine the participation of

families of children with disabilities from culturally and linguistically diverse

backgrounds in their child's education, including their expectations with respect to

the roles of both home and school, and to identify factors which may affect their

participation in their child's inclusive education. The complexity of family interviews

requires effective interview and active listening skills. Misra (1994) describes the

importance of interviewers remaining nonjudgemental when faced with differences in

values, beliefs, and priorities. I will be sensitive to the family's perception of the

questions' intrusiveness or relevance, as well as their comfort level with the manner

for gathering family information. As discussed in the design of the study, if language

or other factors present a challenge, then an interpreter or cultural mediator will be

requested. Based on issues raised in the literature review a sample guide for

gathering family information is presented. lt is important to select interview

questions that are relevant to each family. Based on the initial interview, follow-up

questions will be formulated.

A. Family

1) Who are the members of your famíly?

2) Do family members all live ín the same household?

3) How is the family organized, and what is the child's place within the family?

4) Who makes the major decisions in the family?

5) How does your child's brothers and/or sisters interact with him/her?

6) What are your child's responsibilities at home?
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7) What are some leisure or recreational activities in which the family

participates together?

8) How do you think your child sees himself or herself in terms of personal

strengths or weaknesses?

9) How does your child spend his/her time, when he or she is not in school?

10) Does your child have a friendship network?

B. Culture

1) Have you always lived in Winnipeg? What part of Manitoba did you live in?

2) How long have you lived in Winnipeg?

3) What were your reasons for moving to Winnipeg?

4) Do you keep in touch with family and friends in your community?

5) Our cultural background influences our family life. What would you consider

to be major cultural influences on your family?

' 6) How do you characterize your family's culture?

7) Are there any ethnic or cultural traditions that should be included in your

child's program?

8) Are there many other people from your community or reserve living in

Winnipeg?

9) What connections do you have with groups of people from your community in

Winnipeg?

10) Do you padicipate in Pow-Wows?

11) Do you use elders or healers?

" 12) ls spirituality or religion important in your family?
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13) Where are the religious institutions, cornmunity centres and shopping centres

that your family goes to?

'14) What is the language spoken in the home? Do grandparents speak in their

native language? What language is it?

C. Diversity and Disability

1) How does your family view disability?

2) How does your religion view disability?

3) How would you describe your child's disability?

4) When did you realize that your child had a disability?

5) How did you find out?

6) What do you want your child to do when he/she grows up?

7) What are your expectations for other children in your family?

8) Do other family members help with your child?

9) In what ways?

10)How do families seek help in your cultural community?

11)How comfortable do you feel when seeking assistance?

12)What were the problems with respect to seeking help or assistance in your country

of origin?

D. Home and School Collaboration

1) What was your school life like?

2) What was Ít like going to school on a reserve?

3) What are your views about your child's school?

4) Do you feel that the referral to special education was appropriate?
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5) Do you feel that the assessment was fair?

6) Do you get a lot of calls from your child's school?

7) What are your expectations of the parent's role with your child's school?

8) What would make it easier for you to be involved with your child's school?

9) What makes it difficult for you to be involved with your child's school?

10)Do you understand what an lndividual Education Program (lEP) is?

11)Who is involved in your child's education conferences or IEP meetings?

12) Are there other family members or friends who you would like to be involved?

13)would you like an interpreter, to help you understand the IEP meeting?

14)Would you like someone from your culture to be present at the IEP meeting

to help you understand the meeting?

15)How comfortable are you with making suggestions during your child's IEP

meetings?

16)What suggestions have you made during your child's IEP meetings?

17) Do you feel that your suggestions were valued by the school?

1B)What do you hope will accomplish in school?

19)What do you see as priorities that need to be addressed to best prepare

for the future?

20)How did you view each of the IEP conference members (i.e., teacher,

resource teacher, principal, psychologist, etc.) in terms of expertise, authority

and approachability?
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21)How useful is each method for sharing information throughout the school year

home visits, school conferences, telephone calls, notes, report card, and/or a

daily logbook?

22)What information would you like information from your chíld's school about

what services are available?

23)Would you like information on how to find and join family support groups?
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Appendix B: Lynne's Story

I grew up in Winnipeg, Manitoba. I went to Belmont School, a public school a

half a block from my house. I remember a girl in my class, Gladys, who came from a

lower socio-economic class than me. Even as a chíld of eight I remember wishing that I

could get her a new dress.

My life has been shaped by forces, events, and peopte long before my birth.

Three of my grandparents carne from places in Russia and Poland that no longer exist -
a world that holds my roots. Both my parents were born in Canada. I grew up in a

family where traditional Jewish customs and holidays were celebrated.

When I was seventeen, I had the opportunity to go to the island of St. Lucia in the

West Indies with the Manitoba Association for World Development (M.A.W.D.). I

worked in Castries, the capital of St. Lucia, for síx weeks as a day care worker, as well

as at 4-H Club. At seventeen I was very ímpressionable, and my whole perspective

changed.

I graduated with a Bachelor of Education from the University of Manitoba in 1976.

I worked at Children's Home of Winnipeg with children who had emotional and

behavioral disabilities. I continued my education in Special Education at the University

of British Columbia. I worked at Laurel House Society in Vancouver with children who

had autistic behaviors. I worked as a Special Education Resource Teacher at schools

in Winnipeg's inner city. Many of the children I worked wíth came from culturally and

linguistically diverse backgrounds. lt was always very important to me that the families

of the children were involved in the planning and implementing of services for their

children.
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My macroculturalframe of reference is as a person of canadian nationality. The

microcultures with whích I identify include a Jewish heritage and profound sense of

family' My parents instilled in me an appreciation of Jewish culture and tradition, one

which accepts and values diversity. I have continued this cycle of acceptance and

appreciation, in my teaching as well as in the lives of my children. At no time in our

recent history' has it been so dramatically demonstrated how much we need to accept,

understand and honour every cuttural group and every individual.

Professionally, my researcher role is atfected by two microcultural affiliations. I

have an inclusive view of special education, having worked with children with disabilities

in various settings. I atso see myself as having a role as an advocate, in assisting

families in understanding and pursuing services for their children.
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Additional Details

2. I will request permíssion from the families to review their child's files, report cards

and IEP documents at the school, under strict confidentiality.

4. Transporlation and child care will be provided if necessary. An inducement, in

the form of an honorarium, or a donation to the disability support group or ethno-cultural

group will be offered to the famílies for their contribution.

5. Since data will be collected through interuiews with families, all participants will be

assigned pseudonyms. All ínformatíon will be kept fully confidential. The interviews will

be conducted in places and at tirnes determíned by the families. The audiotapes and

transcriptions will be kept in a secure place. After fíve years the data will be destroyed.

12. Participation in this research study is voluntary. However, ín the remote

possibility that abuse or maltreatment is disclosed, I will notiñ7 the appropriate

authorities in accordance with legal obligation pursuant to child protection legislation

(Article 5, Code of Professional Practices, The Manitoba Teachers' Society).
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Ethics Protocol Submission Form

1. Summary of Project:

The dynarnic cultural and linguistic diversity of students receiving special

education services challenges traditional patterns of communication between

schools and families. ln the process of designing and implementing an appropriate

program for students with disabilities, communication between parents and

educators has frequently been complex. lt becomes even more so when different

cultures are represented (Kalyanpur & Harry, 1999). All families vary considerably

with respect to the extent to which their beliefs and practices are representative of a

specific culture, language group, religion, or country of origin (Thorp, 1gg7).

Approaches to working with families must be based on respect for cultural

differences and offered in culturally appropriate ways (Kalyanpur & Harry, l ggg).

The importance of understanding how families differ and how such differences input

on the meaning of a child's disability within the family also has to be recognized

(Turnbull & Turnbull, 1990). The purpose of this study is to a) determine the

participation of families of children with disabilities from culturally and linguistically

diverse backgrounds in their child's education, including their expectations with

respect to the roles of both home and school, b) identify factors which may affect the

pañicipation of families of children with disabilities from culturally and linguistically

diverse backgrounds in their child" inclusive education, c) otfer practices and

strategies which may prove beneficial in facilitating home-school collaborative

paftnerships, and d) raise questions and concerns for professíonal discussions and
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fufther research regarding the involvement of families of children with disabilities

from diverse cultural and linguistic backgrounds in collaborative partnerships.

Ïhis qualitative study will use in-depth, semistructured interviews to explore

the educational expectations of two to four familíes from culturally and linguistically

diverse backgrounds. The extent and scope of information gathered, nature of

questions asked, and the family's comfort level with the interview will determine the

number of interviews required for each family. The length of the interview will be

guided by each discourse. The interviews will be conducted in places chosen by the

families. These may include their home, a private room at the school or a neutral

location according to each family's preference. With the family's consent, interviews

will be audiotaped and then transcribed for data analysis. These interviews will be

conducted throughout the winter term o12002-2003.

2, Research Instruments:

To gain understanding of each family as a system, a Discussion Guide for

gathering information will be utilized. A copy of the guide is appended. The

questions will be open-ended, sensitive to the family's needs, and follow the issues

that they are most interested in addressing

3. Study Subjects:

After approval by my thesis committee and the University of Manitoba

Research and Ethics Committee a letter will be sent to disabílity support groups (i.e.,

Society for Manitobans with Disabilities) and ethno-cultural groups (i.e., Aboríginal

Health and Wellness) in Winnipeg explaining my thesis topic. I will request this

assistance in recommending families with children with disabilities who are from
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diverse backgrounds who they believe would be interested in participating in the

study. A letter will then be sent to the families and followed up by home visits to

explain the purpose of the study and request their consent. When conducting

interviews each family system will be regarded as unique. The interviews may

include extended family members or friends who are vital resources in supporting

educational outcomes or the child with disabilities.

4. lnformed Consent:

After approval by my thesis committee, and the University of Manitoba

Research and Ethics Committee, letters will be sent to disability support groups and

ethno-cultural groups in Winnipeg. A letter will then be sent to the families, followed

up by home visits to explain the purpose of the study and request their consent. I

will also request permission from the families to review the student's files, report

cards and IEP documents at the school. Consent in writing will be obtained from all

participants. Copies of the Cover Letter and Letter of Consent are attached.

5. Deception:

lf language or other factors present a challenge, then an interpreter or cultural

mediator will be requested. To ensure that the interview questions are culturally

sensitive, I will offer to discuss the questions with a cultural/linguistic mediator or

interpreter before the interviews. I will be sensitive to the family's perceptions of the

questions intrusiveness or relevance, as well as their comfort level with the manner

for gathering famíly information.

6. Feedback/Debriefing:
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upon completion of the study, I will arrange to share a summary of the

findings with the family and participants and means of contacting me if they have

questions or concerns. I will let the families know how grateful I am for their

participation.

7. Risks and Benefits:

There should be no presumed risk to any of the participants. Understanding

factors which may affect parental participation in their children's inclusive education

is important in establishing partnerships with families of children with disabilities from

culturally and linguistically diverse backgrounds. lmplicit in these narrative views is

a valuing of families as knowledgeable about their children and their cultures,

8. Anonymity and Confidentiality:

All information will be kept fully confidential and pseudonyms will be assigned

to the families, other participants, schools and community agencies. The audiotapes

and transcriptions will be maintained in a secure location with the researcher having

solè access to the audiotapes. All data will be destroyed five years after the

completion of my thesis.

9. Compensation:

The families and participants will be acknowledged for their co-operation to

this research study through a posture of cultural reciprocity. Transportation and

child care will be provided if necessary. An inducement, in the form of an

honorarium, or a donation to the disability support group or ethno-cultural group will

be offered to the families for their contribution. lf an interpreter is used for any of the

interviews, he/she will be paid the customary rate.
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Appendix D: Letter to Disability Support Groups and Ethno-Cultural Groups

lgsearch Project Title: "Establishing Partnerships with families of Children with
Disabilities from culturally and Linguistically Díverse Backgrounds.''

Researcher: Lynne Cantor

Dear

This consent form, a copy of which will be left with you for your records and
reference, is only part of the process of informed consent. tt snoútd give you the
basic idea of what the research is about and what your participation ù¡ill ¡nvolve. lf
you would like more detail about something mentioned here, or information not
included here, you should feel free to ask. Please take the time to read this carefullv
and to understand any accompanying information.

I am a graduate student working on my Master's Degree in the Department of
EducationalAdministratíon, Foundations and Psychology at tne University of
Manitoba. The topic of my research study is "Establishing Partnerships with
Families of Children with Disabilities from Culturally and Linguistically Diverse
Backgrounds"."

Canadian schools are supporting an increasing number of students with
disabilities from diverse cultural and linguistic backgrounds in inclusive schools and
classrooms. In the process of designing and implementing an appropriate program
for students with disabilities, communication between parents and educators has
frequently been complex. lt becomes even more so when different cultures are
represented (Kalyanpur & Harry, 1999). All families vary considerably with respect
to the extent to which their beliefs and practices are representative of a specifìc
culture, language group, religion, or country of orígin (Thorp, 1gg7). Appioaches to
working with families must be based on respect for cultural differences ad offered in
culturally appropriate ways (Kalyanpur & Harry, lggg). The importance of
understanding how families differ and how such differences input on the meaning of
a thjld's disability within the family also has to be recognized (Turnbull & Turnbull,
1990). The purposes of this study are to a) determine the participation of families of
children with disabilities from culturally and linguistically diverse backgrounds in their
child's education, including their expectations with respect to the roles of both home
and school, b) identify factors which may affect the participatíon of families of
children with disabilities from culturally and linguistically diverse backgrounds in their
child's inclusive education, c) offer practices and strategies which may prove
beneficial in facilitating home-school collaborative partnerships, and d) raise
questions and concerns for professional discussions and further research regarding
the involvement families of children with disabilities from diverse cultural and
linguistic backgrounds in collaborative partnerships.
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Ïo conduct this study I would like to intervíew two to four famities from
culturally and linguistically diverse backgrounds. I would like to include students with
disabilities who are in inclusive environments. I woutd appreciate if you could
recommend families of children with disabilities who are from diversé backgrounds
and who you befieve would be interested in participating in the study. Letters will be
sent to the families.anq followed up with home visits to éxplain the furpose of the
study and request the families' agreement.

ln the interview process it will be very important to listen to families conveying
their own stories. The extent or scope of information gathered, nature of quest¡ons"
asked, and the family's comfort level with the interviews will determine the number of
interviews required for each family. The interviews will range from one to two hours
in length. To ensure that the ínterview questions are culturally sensitive, I will offer
to discuss the questions with a cultural mediator or interpretei before the interviews.
lf the researcher does not speak the same language as ihe family, then an
interpreter will be requested.

The interuiews will be conducted in places chosen by the families. They may
include their home, a private room at the school, or a neutral location according to
each family's preference. The main topics for the interviews will be family
characteristics, cultural and language characteristics, attitudes and beliefs about
disability, and home-schoolcollaboration. The questions will be open-ended,
sensitive to the family's needs and follow the issues that they are most interested in
addressing. With permission of the family and school division, I would like to review
the students' files, report cards and rEp documents at the school.

All interviews will be audiotaped and then transcribed for data analysis. All
information will be kept fully confidential and pseudonyms will be assigned to all
participants and the schools and community agencies. There will be ño deception in
the study. All data will be maintained in a secure location and will be destroyed five
years after the completion of my thesis. The participation of the subjects in this
study is voluntary and they may withdraw from the study at any time.

Transportation and child care will be provided if necessary. An inducement of
twenty-five dollars, in the form of an honorarium, or a donation to the dísability
suppotl group or ethno-cultural group will be offered to the families for their
contribution.

Upon completion of the study, a summary of the findings will be sent to the
participants.

Your signature on this form indícates that you have understood to your
satisfaction the information regarding participation in the research project and agree
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to participate as a subject. ln no way does this waive your legal rights nor release
the researchers, sponsors, or involved institutions from their legalãnd professional
responsibilities. You are free to withdraw from the study at any time, and/or refrain
from answering any questions you prefer to omit, without prejudice or consequence.
Your continued pañicipation should be as informed as your initial consent, so you
should feel free to ask for clarification or new information throughout your
participation.

lf you have any fufther questions regarding this study, please contact me,
Lynne cantor, at , or my advisor, Dr. Rick Freeze at4T4-6g04.

This research has been approved by the Education/Nursing Research Ethics
Board (REB). lf you have any concerns or complaints about this project you may
contact any of the above-named persons or the Human Ethics Secretariat at 424-
7122. A copy of this consent form has been given to you to keep for your records
and reference.

Your cooperation and assistance in this study are greatly appreciated. Thank
you for your time and support.

Signature of Consent Date

Position

Signature of Researcher Date
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Appendix E: Letter of Consent to parents

!9s991cn Project Title: Establíshing Partnerships with Famities of Children with
Disabilíties from culturalry and Linglistically Diverse Backgrounds.

Researcher: Lynne Cantor

Dear

This consent form, a copy of which will be left with you for your records and
reference, is only part of the process of informed consent. lt snoúld give you the
basic idea of what the research is about and what your participation úrill involve. lf
you would like more detail about something mentioned ñere, or information not
included here, you should feelfree to ask. Please take the tìme to read this carefully
and to understand any accompanying information.

I am a graduate student at the University of Manitoba, completing my
Master's Thesis. 

-The 
topic of my thesis is "Establishing Partnerships with Families

of Children with Disabilities from Culturally and LinguisÚcally Diverse Backgrounds,,'
and has been approved by the University of Manitoba Research and Ethics
Committee.

The purposes of this research is to: 1) determine the expectations of the
families of children with disabilities from different cultural and language groups, 2)
identify factors whích affect parental participation in their childred-is eãucãtion, ,ná 3¡
suggest strategies to increase the effectiveness of home-school partnerships.
During the interview I will be asking questions about famíly characteristics, attitudes
and beliefs about disability, language and communication styles, and the history of
family-school interaction. To ensure that the interview quesúons are culturally
sensitive. I will discuss the questions with a cultural mediator or interpreter before
the interviews. lf the researcher does not speak the same language ås the family,
then an interpreter will be requested.

lf you are interested in participating, the number of interviews will depend on
your comfort level with the interviews and the scope of the information gagrered.
Each interview will range from one to two hours I length. The interv¡ew-will be held
in a place chosen by the family, which may include tfre home, or a neutral location
according to each family's preference. Wíth your consent, these interviews will be
tape recorded and transcribed. All information will be kept fully confidential and
names will be changed to protect the identity of the family, scfrool and community
agencies. You have the right to refuse to answer any or all of the interview
questions. There will be no dishonesty in the study. All data will be kept in a secure
location, and will be destroyed five years after the completion of my thesis.
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Your consent is intended to indicate a willingness to participate in this
research study. Your participation in this study is entirely voluntary. The researcher
is obligated by law to report offences against children if these offeñces are revealed
during the interviews. You will have the right to withdraw from this study at any time
without penalty. Should this become the case, all interview information which you
have provided will be deleted from the study. I am also requesting your consent to
review your child's schoolfile, report cards and IEP documents atlne school under
strict confidential ity.

lf transportation or child care is required, arrangements will be made,
Acknowledgement of your participation will be made in the form of an honorarium of
twenty-five dollars, or a donation to a disability support group or ethno-cultural group
of your choice.

upon completion of the study, I wiil arrange to share a summary of the
findings with you.

Your signature on this form indicates that you have understood to your
satisfaction the information regarding participation in the research projeci and agree
to participate as a subject. In no way does this waive your legal rights nor releaðe
the researchers, sponsors, or involved institutions from their legalánd professional
responsibilities. You are free to withdraw from the study at any time, and/or refrain
from answering any questions you prefer to omit, without prejudice or consequence.
You continued participation should be as informed as your init¡al consent, so you
should feel free to ask for clarification or new information throughout your
participation.

lf you have any further questions regarding this study, please contact me,
Lynne cantor, at or my advisor, Dr. Rick Freeze at 474-6g04.

This research has been approved by the Education/Nursing Research Ethics
Board (REB). lf you have any concerns or complaints about this project you may
contact any of the above-named persons or the Human Ethics Secretariat at 474-
7122. A copy of this consent form has been given to you to keep for your records
and reference.

Your cooperation and assistance in this study are greatly appreciated. Thank
you for your time and support.

Participant's Sig natu re Date

Researcher's Sig nature Date
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Appendix F: Letter of Consent to participants

Research Project Title: Establishing Partnerships with Families of Children with
Disabilities from culturally and Linguistically Diverse Backgrounds.

Researcher: Lynne Cantor

Dear Participant,

This consent form, a copy of which will be left with you for your records and
reference, is only part of the process of informed consent. lt should give you the
basic idea of what the research is about and what your participation will involve. lf
you would like more detail about something mentioned here, or information not
included here, you should feel free to ask. Please take the time to read this carefullv
and to understand any accompanying information.

I am a graduate student at the University of Manitoba completing my Master's
Thesis. The topic of my thesis is "Establishing Partnerships with Families of
Children with Disabilities frorn Culturally and Linguistically Diverse Backgrounds."

The purposes of this research are to 1) determine the expectations of the
families of children with disabilities from different cultural and language groups, 2)
identify factors which affect parental participation in their chitdren's education, and 3)
suggest strategies to increase the effectiveness of home-school partnerships.
During the interviews, I wíll be asking questions about family characteristics, family
functions, attitudes and beliefs about disability, language and communication styles
and the history of family-school interaction.

The interviews will be held in a place chosen by the family, which may include
their home or a neutral location according to the family's preference. Each interview
will range from one to two hours in length. The number of interviews will depend on
the cornfort level of the family with the interviews and the scope of the information
gathered. With the family's consent the interviews will be tape recorded and then
transcribed. All information will be kept fully confidential and names will be changed
to protect the identity of the family, school and community agencies. There will be
no dishonesty in the study. All data will be kept in a secure location, and will be
destroyed five years after the completion of my thesis.

Your participation in this study is entirely voluntary. You will have the right to
withdraw from this study at any time without penalty. Upon completion of the study,
a summary of the findings will be sent to the participants.

Your signature on this form indicates that you have understood to your
satisfaction the information regarding participation ín the research project and agree
to partÍcipate as a subject. In no way does this waive your legal rights nor release
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the researchers, sponsors, or involved institutions from their legal and professional
responsibilities. You are free to withdraw form the study at any time, and/or refrain
from answering any questions you prefer to omit, without prejudice or consequence.
Your continued participation should be as informed as your initial consent, so you
should feel free to ask for clarification or new information throughout your
participation.

lf you have any further questions regarding this study, please contact me,
Lynne Cantor, at or my advisor, Dr. Rick Freeze at 474-6904.

This research has been approved by the Educatíon/Nursing Research Ethics
Board (REB). lf you have any concerns or complaints about this project you may
contact any of the above-named persons or the Human Ethics Secretariat at 474-
7122. A copy of thís consent form has been given to you to keep for your records
and reference.

Your cooperation and assistance in this study are greatly appreciated. Thank
you for your time and support.

Participant's Signature Date

Researcher's Sig nature Date
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Appendix G: Letter to Interpreter

Research Project Title: Establíshíng Pañnerships with Families of Children with
Disabilities from culturally and Ling uisticalf y Diverse Backgrounds.

Researcher: LynneCantor

Dear lnterpreter,

This consent form, a copy of whích will be left with you for your records and
reference, is only part of the process of informed consent. lt snoútd give you the
basic idea of what the research is about and what your participation will involve. lf
you would like more detail about something mentioned here, or information not
included here, you should feel free to ask. Please take the time to read this carefullv
and to understand any accompanying information.

I am a graduate student working on my Master's Degree in the Department of
Educational Administration, Foundations and Psychology at the University of
Manitoba. The topic of my research study is "Establishing Partnerships with
Families of Children with Disabilities from Culturally and Linguistically Diverse
Backgrounds"."

Canadian schools are supporting an increasing number of students with
disabilities from diverse cultural and linguistic backgrounds in inclusive schools and
classrooms. The purpose of this study is to a) identify the expectations of the
families of children with disabilities from culturally and linguistically diverse
backgrounds in regards to their children's education, including the respective roles
of both home and school; b) identify factors which affect parental participatíon in
their children's inclusive education; and c) develop strategies to increase the
effectiveness of home-school partnerships.

The extent or scope of information gathered, nature of questions asked, and
the family's comfort level with the interuiews will determine the number of interviews
required. Each interview will range from one to two hours in length. The ínterviews
will be conducted in places chosen by the family, which may include their home, a
private room at the school, or a neutral location according to each family's
preference. During the interviews I will be asking questions about family
characteristics, attitudes and beliefs about disability, language and communication
styles, and the history of the family-school interactions, Thequestions will be open-
ended, sensitive to the family's needs and follow the issues that they are most
interested in addressing.

All interviews will be audiotaped and then transcribed for data analysis. All
information will be kept fully confidential and pseudonyms will be assigned to all
participants. There will be no deception in the study. All data will be maintained in a
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secure location and will be destroyed five years after the completion of my thesis.
The participation of the subjects in this study is voluntary and they may withdraw
from the study at any time. Upon completion of the study, a summary of the findings
will be sent to the participants.

Prior to any contact with the family I would appreciate if we could spend time
to identify the purposes of the interview, define specific terms relating to the
disability, and after the interview, to evaluate the interaction process. lt is important
that you provide accurate interpretation, translating information in the family's own
words and meaning.

lf you are able to assist me in knowing how to address family members, how
to ask questions, and how to promote family particípation in problem solving, I would
be most appreciative.

It is of utmost importance that you understand the importance of honoring
family confidentiality.

Your signature on this form indicates that you have understood to your
satisfaction the information regarding participation in the research project and agree
to participate as a subject. ln no way does this waive your legal rights nor release
the researchers, sponsors, or involved institutions from their legal and professional
responsibilities. You are free to withdraw form the study at any time, and/or refrain
from answering any questions you prefer to omit, without prejudice or consequence.
Your continued particípation should be as informed as your initial consent, so you
should feel free to ask for clarification or new information throughout your
participation.

lf you have any further questions regarding this study, please contact me,
Lynne Cantor at , or my advisor, Dr. Rick Freeze, at474-6904.

This research has been approved by the Education/Nursing Research Ethics
Board (REB). lf you have any concerns or complaints about this project you may
contact any of the above-named persons or the Human Ethics Secretariat at 474-
7122. A copy of this consent form has been given to you to keep for your records
and reference.

Your cooperation and assistance in this study are greatly appreciated. Thank
you for your time and support.
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Signature of Consent Date

Position Date

Signature of Researcher Date


